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ABSTRACT
The purpose of this study was to determine the effect of a positive
educational achievement, the passing of the GED (General Educational
Development) examination, on the self-concept of high school dropouts.
Subjects were dropouts who came to an educational and self-improvement
program, JEST. (Jobs, Education, and Self-Improvement).
The theoretical literature reviewed was divided into three positions:
the conflict model, represented by Freud and neo Freudians; the fulfillment
model, represented by Rogers, Maslow, and followers; and the consistency
model, represented by Mead, Kelly, and Epstein. Empirical research was
found to be conflicting and chaotic.
The two general hypotheses which this study attempted to substantiate
were 1) that self-concept is developmental and can be changed, and 2) that
change in self-concept is influenced by socially approved or disapproved
actions. Specifically, the study tested these six hypotheses: 1) passing
the GED will tend to raise the dropouts' self-concept scores as measured
by the Tennessee Self-Concept Scale (TSCS)
; 2) passing the GED will have
a greater influence on scores than participation in JESI only; 3) black
and Spanish speaking dropouts will have higher self-concept scores than
white dropouts; 4) males will exhibit higher scores than females, and
black males and females will have higher scores than white males and
females; 5) factors including rank order of birth, family size, chrono-
logical age, mobility of residence, and father's occupation would be
correlated with self-concept score; and 6) scores of normal high school
stayins would be higher than those of dropouts.
The primary instrument used to measure self-concept, the TSCS, was
validated by comparison with the Coopersmith Self-Esteem Inventory.
The TSCS was administered as both pre and post test to some dropouts
and only once to others, in accordance with a modification of the
Solomon Four Group Design. In all, seven groups were created in order
to facilitate comparisons between experimental and control groups
encompassing many variables. An analysis of variance, analysis of
covariance, and t-tests were applied to determine significance of
differences between mean scores.
Hypotheses 1, 3, and 6 were confirmed; hypotheses 2 and 4 were not.
Hypothesis 5 was partially confirmed for some of the variables. These
results supported the general hypotheses, that self-concept is develop-
mental, and that change in self-concept is related to the socially-
approved passing of the GED. Of all the theoretical models dealing with
self-concept, the one that seems most suitable to these data is the
consistency model.
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CHAPTER I
The most tragic thing that happens to lower-status youngsters
in school is that they learn to accept the prevailing judgment
of their worth. They accent and internalize the social verdict
on themselves. If they did not, if they could inwardly state
their own terms, the influence of the school would still be highly
undemocratic, bit it would have much less effect on self-esteem.
(Friedenberg 1962, p. 117)
INTRODUCTION
Man's interest in self-concept constructs probably originated with
the emergence of the first human social groupings. When these first
individuals began to communicate and interact with each other there must
have evlolved an awareness and concept of this interaction. Through
gestures and actions, each participant probably began to draw an inter-
nal picture of how he was viewed by others. In the same manner most
theories of self-concept development postulate the emergence of the self
from infancy to adulthood through social interactions. Thus these views
hold to the position that self can emerge only within the context of the
social group (Cooley 1902, Lecky 1945, Mead 1935, Rogers 1961, Sullivan
1947, and others).
For educators the assumption that self-concept develops through
social interactions is an important one. This becomes particularly true
as the studies accumulate which show that there exists a positive rela-
tionship between self-concept and achievement (Brookover 1964, 1965,
Jersild 1952, Jones and Grienecks 1970, LeBenne and Green 1969, Naylor
1973 and others ). In the next chapter, Review of the Literature, some
of the findings concerning this relationship will be discussed in detail.
The study described in Chapters III, IV, and V of this thesis examines
this relationship as it applies to a population of high school dropouts.
Although most theorists and empirical researchers would accept the
assumption that social interactions and self-concept are related, there
exists a great diversity of views on how self-concept develops, the impor-
tance of different factors in its development, its behavioral manifesta-
tions, and a host of other variables. In the chapter which follows, a
review of theoretical and empirical findings will be presented which
demonstrates the diversity of views and findings dealing with this construct.
Theories relating to self-concept will be discussed first. For purposes
of presentation the theories have been divided into those primarily dealing
with the internal factors relating to self-concept, that is, personality
theories, and those that deal primarily with external factors, that is,
social psychology theories. The overlapping is great, but this approach
makes manageable an enormously complex field of inquiry. A review of
the empirical research in the area is discussed next. It is also a vast
and contradictory area of inquiry and will require some artificial cate-
gorizations. Although not specifically discussed in this thesis, it
will become apparent that there is very little connection between empirical
research and theory, a fact which Wylie (1961) abundantly illustrates in
her extensive review of the self-concept literature.
The empirical studies have been catalogued according to the different
variables which these studies purport to be examining. Thus research
data on the effects of race, achievement, sex, etc. on self-concept
have been examined together, hopefully giving a systematic overview of the
work being done by these researchers. At the end of the Review of Literature
chapter a brief comment will be made on the theories which seem to have best
3withstood the barrage of empirical findings.
Chapters III, IV, and V are concerned with a study that was con-
ducted in conjunction with an educational program for high school drop-
outs. The purpose of the study was to determine the effect of the pro-
gram on the self-concept of the high school dropout who successfully
completed the program. As the study developed, it became apparent that
there were other aspects which were worth examining. The design of the
study permitted an analysis of the relationship between certain variables
such as race, sex, family environment and self-concept. The instrument
chosen to measure self-concept was the Tennessee Self-Concept Scale (TSCS)
which was administered on a pre and post test basis. The experimental
design is a modified Solomon Four Group Design (Campbell and Stanley 1966)
which controls for external and internal validity. In addition to the
dropout population that was tested, a group of "successful" students,
the stayins, was administered the same instrument and the results compared.
In order to obtain a small test of the validity of the TSCS, the
Coopersmith Self-Esteem Inventory was administered on a small sample of
dropouts who had previously taken the TSCS. The methods, results and
analysis of the data will be presented in detail in Chapter IV. The
concluding chapter will discuss the findings of the study.
DEFINITION
Self-concept is defined in this study in its broadest sense to mean
"how an individual thinks and feels about himself". This definition says
nothing about the origin of self-concept, its development, or its behav-
ioral manifestations. Crowne and Stephens (1961) would place this defini-
tion on the abstract level as opposed to the operational level.
Coopersmith (1967) offers a slightly more precise operational
4definition of self-esteem (which term is used interchangeably with the
term "self-concept" in this thesis) as "the evaluation which the indivi-
dual makes and customarily maintains with regard to himself: it expresses
an attitude of approval or disapproval and indicates the extent to which
the individual believes himself to be capable, significant, successful
and worthy. In short, self-esteem is a personal judgment of worthiness
that is expressed in the attitudes the individual holds toward himself.
It is a subjective experience which the individual conveys to others by
verbal reports and other overt expressive behavior." (p. 4-5). Thus he
emphasizes the psychological dimensions of self-concept.
Mead (1934) defines self in a slightly different manner. The self
is something which has a development; it is not initially there, at
birth, but arises in the process of social experience and activity,
that is, develops in the given individual as a result of his relations to
that process as a whole and to other individuals within that process
(p. 135). Thus Mead and others place primary emphasis on the develop-
mental and social aspects of self-concept.
The study described herein examines two hypothese derived primarily
from the Mead definition. These will be discussed next.
GENERAL HYPOTHESES
The primary interest of the present study is the individual dropout
student as he/she is affected by a special educational program. In
particular the study is concerned with the effect of the program on the
dropout's self-concept. Two general hypotheses are tested by the study;
first, the idea that self-concept is a developmental construct, and
second, -the idea that self-concept is a socially induced process.
5A negative or positive finding in our experimental results will shed some
light on the validity of these hypotheses, which are described more fully
below.
First, self-concept is a developmental construct, i.e., during an
individual's life how he preceives himself will constantly change as his
environment and circumstances change. Self-concept, then, is viewed as a
dynamic construct. The question considered in this study is whether or
not self-concept, as measured by a self-report instrument, will change in
either a negative or positive direction during adolescence. The results
of the study will give some insight into this aspect of self-concept.
Second, self-concept is a socially induced process and thus one's
socially approved or disapproved achievements will have some impact on
self-concept. Of concern here is whether or not a seemingly significant
socially approved experience, i.e. successfull participation in a program
for dropouts and the passing of the GED (General Educational Development)
examination, will have an effect on the self-concept of our dropout
students. If the results can show a positive change on a pre and post
test basis, including appropriate controls for the effects of the test
and other environmental factors, then it can be assumed that the program
had an impact on the dropouts' concepts of themselves.
Chapter III describes these general hypotheses in a manner suitable
for testing.
6CHAPTER II
Whatever I may be thinking of, I am always at the same time
more or less aware of myself, of my personal existence. At
the same time it is I who am aware; so that the total self
of me, being as it were duplex, partly known and partly
knower, partly object and partly subject must have two as-
pects discriminated in it, of which for shortness we may call
one the Me and the other the I. (James 1910, p. 177)
REVIEW OF THE LITERATURE
For purposes of this review some seemingly superficial categoriza-
tions are required. The reason for this is that theoreticians and
empirical researchers come from a multiplicity of disciplines, orienta-
tions and abilities, resulting in a chaotic, and often contradictory,
state of fact and fancy dealing with self-concept. Trying to impose
order on these divergent views and findings is itself a topic for
extensive discussion.
There are some basic and obvious divisions. First and foremost is
the division between theory and empirical research. This is also one of
the serious shortcomings of research in this area, since theory, by and
large, has developed much further and much more extensively than empirical
research. Wylie (1961), who has extensively reviewed the literature in
this field prior to 1961, points out this particular serious shortcoming.
Even though a great deal of work has been done since 1961, there has been
relatively little change in the relationship between theory and empirical
research.
This review will begin with theoretical constructs dealing with self-
concept, turning then to empirical research, followed by an attempt to
interrelate the theory with the research.
7THEORIES RELATED TO SELF-CONCEPT
Almost all scholars who are concerned with human behavior problems
have discussed or even developed hypotheses relating to self-concept. It
is beyond the scope of this review to discuss all of these various views.
Instead, this section will concentrate on two disciplines in the social
sciences that have been particularly involved in the development of
theories and hypotheses dealing with the self, i.e. personologists and
sociologists
.
Personology is a specific discipline in the field of psychology
(Murray 1938); a personologist is an expert in the study and understanding
of personality. Sociologists, specifically social psychologists, deal
with the interaction of man and his environment. Major contributors to
self-concept theory from these two disciplines will be reviewed.
PERSONALITY THEORY AND SELF-CONCEPT
As Maddi (1968) points out, "personality theories are not based solely
—or in some cases, even primarily—on empirical knowledge, whatever claims
to being scientific the field may mount" (p. 10). This has its advantages
and disadvantages. On the plus side it allows for some flexibility and
creativity which may well be the cornerstone to later objectively determined
truths. Unrestrained by empirical evidence, many theories of self-concept
have borne and continue to bear fruit in this relatively new field. On
the negative side, particularly for the reviewer, the plethora of theories
and hypotheses, as yet mainly unsubstantiated by empirical evidence, makes
it difficult to select those that will lead to fruitful exploration and
those that probably will not.
For purposes of this review the theoretical formulations of the follow-
ing personologists will be considered: Freud, Rogers, Lecky , Kelly, and
8Epstein. These were selected because they represent three relatively
distinct orientations or views of the human personality. Taken from
Maddi (1968), the three views are representative of the conflict model,
the fulfillment model, and the consistency model of personality theory.
Conflict Model of Personality Theory
In the conflict model (represented by Freud as well as Murray,
Sullivan, Rank, and others), it is assumed that the person is continuously
and inevitably in the grip of the clash between two great opposing forces.
Life, according to this model, is necessarily a compromise, which at best
involves a dynamic balance of two forces, and at worst involves a fore-
doomed attempt to deny the existence of one of them. These two forces can
be both in the individual (intrapsychic ) , or one in the individual and the
other outside the individual.
Freud's position, and that of the psychoanalytic school that follows
his basic theory on human behavior, is based on the two general principles
of 1) psychic determination and 2) that consciousness is an exceptional
rather than a regular attribute of the psychic phenomenon (Brenner 1957).
By this it is meant that nothing happens by chance, even dreams have causal
origins, and that unconscious mental processes are of great frequency in
normal mental functioning. In terms of the Freudian view of self-concept
then, their general position would be that one's present self-concept has
been determined by one's past and that the "unconscious self-concept" will
be more potent than the phenomenal self in determining behavior (Wylie
1961, p. 251).
To develop the Freudian theoretical construct of self-concept, one
must consider the foundations upon which their general theory is founded,
i.e. the Id, the Ego and the Superego. The Id, drive or instinct as it is
9called by different authors, is generally defined as a genetically
determined psychic constituent which, when operative, produces a state
of psychic excitation or, as we often say, of tension (Brenner 1958).
This tension propels the individual to activity, which is also geneti-
cally determined, in a general way, but which can be considerably al-
tered by individual experience. This then eventually leads to cessation
of the tension. The two basic drives which Freud postulated were life
instincts and death instincts.
The life instincts dealt with sex and self-preservation, while the
death instinct dealt with the death wish. But an organism driven simply
by instinct would prove disastrous in any social setting unless its
instincts were modified. The modifying influence which replaces parts
of the Id is called the Ego. The Ego is the part of the mind comprising
the thought and perceptual processes involved in recognition, remembrance
and action relevant to satisfying instincts. The functions of the Ego
are to satisfy the Id and to control the voluntary nervous system and
musculature. Up to this point self-concept does not emerge, although its
origin is rooted in the Id and developing Ego. It ultimately develops in
individuals through the process of identification. It is through punish-
ment and the feeling of guilt and the development of the Superego that
true concept of self becomes possible. The Superego, as Erickson (1968)
describes it, is the internalization of all the restrictions to which the
Ego must bow. It is forced upon the child by the critical influence of
the parents and later of professional educators and the "vague multitude of
fellow men" who make up the "milieu" and "public opinion" (p. 46).
After internalizing the rules of society the Ego takes on another function,
that of translating instinctual demands into expressions that are not
10
inconsistent with Superego demands.
Thus all the pieces for a Freudian theory of self-concept are present,
although not specifically stated in the literature. This theory can be
stated as follows: Freud would view self-concept as a basically uncon-
scious psychic phenomenon which finds its expression in the Ego but whose
origins and boundary are determined by the Id and the Superego. Empirical
studies from this theoretical position are difficult to design, since the
problem of how to measure the Id, Ego, and Superego has never been solved,
as Wylie (1961) states:
There are relatively few studies involving the unconscious self-
concept, and the state of measurement in this field is under-
developed and confused, (p. 251)
Another theoretical position along the lines of a conflict model of
personality is that developed by Sullivan (1947). He has developed a more
systematic construct of the self and placed it in the center of his per-
sonality theory. The cornerstone of this theory resides in the interrela-
tionships under any and all circumstances in which these relations exist.
Indeed, a personality can never be isolated from the complex of inter-
personal relations in which the person lives and has his being. The
infant begins life by being given everything to satisfy his bodily needs
and develops towards the pursuit of security. It is after the individual
inculcates cultural norms and mores that he feels secure in situations
and then learns to respect himself. At this point he learns to also
respect others. "It is not that as ye judge so shall ye be judged, but
as you judge yourself so shall you judge others: strange, but true, so
far as I know, and with no exception." (Sullivan 1947, p. 15)
Sullivan further believes that the self is built up out of experiences
of approval and disapproval by significant others. Mental illness is when
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the self interferes with both biological and security functions. Low self
appraisals arise from hostile, unwanted early interaction with significant
others. Several empirical studies have adopted portions of Sullivan’s
theory and attempted to test it. The early influence of significant others
on the developing self-concept is of particular interest to researchers
and is most relevant to teachers as they relate to the developing self-
concept of their students in the classroom.
Fulfillment Model of Personality Theory
The fulfillment model (represented by Rogers, Maslow, Adler, White,
Allport, Fromm, and others) assumes only one great force, and localizes
it in the person. This model construes life as the progressively greater
expression of this force. Although conflict is a possible occurence in
the fulfillment model, it is neither necessary nor continuous. There are
two versions: the actualization version—where the great force is in the
form of a genetic blueprint determining the person's special capability,
and the perfection version, which does not emphasize genetically deter-
mined capabilities so much as ideals of what is fine, excellent, and
meaningful. The major proponent of the fulfillment model is Rogers (1961).
Rogers believed that the core tendency of man is to actualize his
potentialities. By this it is meant that man's behavior and potential
behavior are rooted in some sort of genetic blueprint of the individual.
The actualizing tendency in man is the biological pressure to fulfill the
genetic blueprint, whatever the difficulty created by the environment,
this in spite of the fact that fulfilling one's potential may bring one
in direct conflict with the environment and thus result in tension increase
as opposed to tension reduction, as postulated by Freud. Going further with
his theoretical position, Rogers says that the difference between humans
12
and non-humans is that humans alone have a tendency toward self-
actualization. Rogers defines self as:
an organized, consistent conceptual gestalt composed of per-
ceptions of the characteristics of the "I" or "me" and the
perception of the relationships of the "I" or "me" to others
and to various aspects of life, together with the values at-
tached to these perceptions. It is a gestalt which is
available to awareness though not necessarily in awareness.
(Maddi 1968, p. 74)
Rogers' theoretical construct of self-concept is central to his
overall theory related to psychotherapy and to the client-centered
therapy method which he helped to develop through the years. Central to
this theory are the twin notions of the need for positive regard and the
need for positive self-regard. As Maddi explains:
Because the person has a need for positive regard he is sensi-
tive to, or can be affected by, the attitudes toward him of the
significant people in his life. In the process of gaining
approval and disapproval from them, he will develop a conscious
sense of who he is, called a self or self-concept. Along with
this, he will develop a need for positive self-regard, which
assures that the tendency toward self-actualization will take
the form of favoring behavior and development that is consistent
with the self-concept. The person is unlikely to persist in
functioning incompatibly with the self-concept because this would
frustrate the need for positive self-regard. (p. 74)
The development of an individual's self-concept is socially deter-
mined. By this it is meant that as the person's self-concept develops,
the significant others in his environment will lead him to see himself
only in terms of the actions, thoughts, and feelings that have received
approval and support. Rogers refers to this as condition of worth.
This particular construct is similar to Freud's Superego. One function
of psychotherapy involves a closer merging of a patient's self-ideal
self construct. This construct has led to some interesting empirical
research (Rogers 1961).
Since his construct is at the level of awareness, many empirical
13
studies, to be reviewed in the next section, have either overtly or
covertly adopted the Rogerian framework. As Rogers himself states:
But by limiting the self-concept to events in awareness,
the construct can be given increasingly refined operational
definition through the Q-technique, the analysis of inter-
view protocols, etc., and thus a whole area of investigation
is thrown open. In time the resulting studies may make it
possible to give operational definition to the cluster of
events not in awareness. (p. 245)
Finally, Rogers believes that as one's self-concept embraces more
and more of one's potentialities, one begins to reach a state of con-
gruence whereby one becomes an open and flexible person, conscious of
oneself and respectful of all manifestations of oneself.
Consistency Model of Personality Theory
In the consistency model, there is little emphasis upon great forces,
be they single or dual, in conflict or not. Rather there is emphasis upon
the formative influence of feedback from the external world. Again two
versions of this model exist. One is the cognitive dissonance version
(Kelly 1955), according to which the relevant aspects of the person, in
which there may or may not be consistency, are cognitive in nature;
the activation version emphasizes consistency or inconsistency between
the degree of bodily tension or activation that is customary for the
person and that amount which actually exists at the time.
Epstein (1973), Kelly (1955), Lecky (1945), and Maddi (1968) among
personality theorists represent the consistency model position. Social
psychologists like Cooley (1902) and Mead (1934) fall under this framework
also. The consistency model does not assume any great force as the driving
mechanism behind the development of individual personality. Rather the
individual is faced with choices to which he responds. The selection of
a specific alternative by the individual is partially determined by the
14
individual's past history. The selection also serves as a feedback to
the individual.
Kelly (1955), for example, sees the individual as a rational being
capable of weighing the various alternatives and then making decisions
based on the comparisons. His theory closely parallels the scientific
method
.
Lecky (1945) takes a similar stance. "The primary motive of all
organisms is to maintain its mental organization as a unified whole. The
essence of this organization of ideas and attitudes is its self-consis-
tency." (p. 2-3) He goes on to add that ideas which are consistent with
past experience are assimilated while those that are inconsistent are to
be rejected. Personality development, then, is a process of assimilation
of choices. The center of the personality is the self.
Lecky views the self as the "most constant factor in the individual's
experience. It represents the center or nucleus of the personality."
(p. 156) In treating difficulties and social maladjustment, Lecky's view
is that the resistance is arising from the subject's conception of himself
and thus the individual's self-concept must be changed before he can be
helped
Epstein (1973) holds much the same view as Lecky and Kelly. He main-
tains that self-concept is a self theory, thus in some ways going beyond
the formulations of the other two. Indeed, "it is a theory that the
individual has unwittingly constructed about himself as an experiencing,
functioning individual and it is a part of a broader theory which he holds
with respect to his entire range of significant experience." (p. 407)
This self theory is based on 1) optimizing the pleasure/pain balance of
the individual; 2) facilitating the maintenance of the self-esteem;
15
3) organizing the data of experience in a manner that can be copied.
His position differs from Kelly and Lecky in that he places a greater
significance on emotions and in fact believes that emotions are good
avenues for revealing self-esteem postulates.
Thus consistency models of personality theory place major emphasis
on the self-concept construct. It is viewed as the seat of the decision-
making process within the individual. Through past experiences the indi-
vidual learns to make the choices which are consistent with his internal
thoughts and feelings. The experience itself then either reinforces these
internal thoughts and feelings or creates a state of dissonance which at
some point must be resolved. This feedback mechanism helps shape the
individual's concept of himself.
Social psychologists have, by and large, adopted the consistency model
of personality development, particularly as it pertains to the self-
concept construct. There are, however, differences between the two disci-
plines, as was touched upon before.
SOCIAL PSYCHOLOGY AND THEORIES RELATED TO SELF-CONCEPT
Mead (1934) defines social psychology as follows:
Thus, in the study of the experience and behavior of the
individual organism or self in its dependence upon the
social group to which it belongs, we find a definition
of the field of social psychology. (p. 1)
In Mead's view, social psychology is a behavioristic discipline in
the sense that it starts off with observable activity to be studied and
analyzed scientifically. But it is not behaviorististic in the Watsonian
tradition in that it does not ignore the inner experience of the individual.
Mead recognizes the importance of the inner experience as being the internal
continuum of the outward overt social act. Internally this ends in the
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central nervous system and the individual neurons within that system.
Thus social psychologists emphasize the external aspects of man's inter-
actions with his social environment; personologists
,
it will be recalled,
emphasize the internal aspects of man's behavior.
Social psychologists also differ from personologists in that the
former are willing to draw upon studies of animals lower than man as
being appropriate to application to man (Mead 1925). Personologists,
on the other hand, believe that the appropriate study of man is man.
Social psychologists differ from personologists in that they place
a great deal of emphasis on the interaction within social groups. Although
personologists like Sullivan, Rogers, and others place great emphasis
on interpersonal interactions, their emphasis is at the more microscopic
levels of this interaction. The individual remains paramount to their
concerns. For social psychologists, group interactions and more global
aspects of behavior are important, and most of their theoretical and
empirical research concentrates on this aspect of human behavior.
Charles Horton Cooley
Cooley (1902) was one of the early giants of the developing American
school of sociology. His early works helped shape this developing
science and through his students, among whom was George Herbert Mead,
his imprint remains even today. Cooley believed that,
If we accept the evolutionary point of view we are led to see
the relation between society and the individual as an organic
whole. That is, we see that the individual is not separable from
the human whole, but a living member of it, deriving his life
from the whole through social and hereditary transmission as
truly as if men were literally one body. (p. 35)
Cooley divides the self into the emotions or feeling self and the
social self. The feeling self is viewed as instinctively involved in
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connection with function in stimulating and unifying the special activities
of individuals and is made up of various sentiments of self-feelings. Social
self is a system of ideas drawn from the communicative ixfe that the mind
cherishes as its own. The social self is the reflected or looking-glass
self with three elements: 1) the imagination of our appearance to the
other person, 2) his judgements of that appearance, and 3) some sort of
self-feeling
.
The self is placed in the context of the external social group and
its form is shaped by the pressures and interrelationships it has within
the group.
George Herbert Mead
Mead, a contemporary of John Dewey with whom he often collaborated
while both were at the University of Chicago in the early 1900' s, is a
profound influence on modern sociological thought. A classic teacher and
scholar his writings, much of it preserved and edited by his students,
reveals the wide range of his thinkings.
A central formulation to Mead was that of the self. First, Mead
states that the self develops within the individual as it interacts with
its environment. In this respect it differs from instinct, which is
inborn and genetically patterned. Secondly, the self cannot exist without
a mind. "It is the implication of the undertaking that only selves have
minds, that is, that cognition only belongs to selves, even in the simplest
expression of awareness" (Mead 1925). Thirdly, development can only take
place in a social group, "for selves exist only in relation to other selves,
as the organism as a physical object exists only in its relation to other
physical objects." Fourthly, Mead draws a distinction between the acts of
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invertebrates and vertebrates. In the former the acts of the individuals
and commuication is limited to physiological differentiation and instincts.
There is no anticipation to act; there is no evidence that acts are done
to integrate it into the common act, and there is no language. Actions of
babies are also placed into this category by Mead. In adult humans, on
the other hand, the social act has a social object. By this it is meant
that the act involves the cooperation of more than one individual and
answers to all parts of the complex act, though these parts are found in
the conduct of different individuals. Put another way, the major distinction
between invertebrates and vertebrates in their social actions is that in
the invertebrates the level of action is purely sentient and stimulus
responses, while in the vertebrates, particularly adult humans, there is
an awareness of the total social act of the group.
Fifthly, Mead find that the cortex is the seat of this awareness in
man and the means by which he integrates and organizes his act and the
responses of others to his act. Finally, it is only in the human animal
where the individual can find himself "taking the attitudes of others
who are involved in his conduct that he becomes an object for himself."
It is only by taking the roles of others that we have been able to come
back to ourselves. This, Mead maintains, only the human animal is capable
of doing.
It is this final position upon which Mead elaborates and develops
his concept of the self. It is only when we are capable of taking the
roles of others that we develop a "self-consciousness". We take the
role of "generalized others" and thus we appear as social objects, as
selves. We trace this development in the human animal by the analogy
of play and game in children. Initially, the child plays in endless
imitation" of different people in his life. As development in the child
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proceeds and he begins to objectify his environment, play behavior is
replaced by game behavior. In a game there are regulated procedures and
rules. The child must not only be able to play his role but also that of
the other participants in the game according to the rules.
In the human animal we are capable of communicating our ideas through
vocal gestures. The term "gesture" is referred to as that part of the
act or attitude of one individual engaged in a social act which serves
as the stimulus to another individual to carry out his part of the whole
act. Thus when man reaches this stage in his development, he has reached
the point of realizing a concept of the self.
SUMMARY OF THEORIES
The above has been an attempt to summarize various theories that have
dealt with the self-concept construct. These theories deal primarily
with either the internal aspects of self-concept or the external aspects of
self-concept. There is much overlap between some of the theories, but
basically they all fall into one of three models: conflict, fulfillment,
and consistency. Social psychologists primarily focus on the interactions
of the individual with his social environment, but their theoretical
foundation falls primarily into the consistency theory model. Each
of the models has led to empirical research. The next section looks at some
of the more recent empirical studies in this area.
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EMPIRICAL studies of self-concept
Wylie (1961) examined over four hundred empirical studies of the
self-concept construct. Her conclusions are most relevant:
..the empirical evidence supporting the theories is limited, in
proportion to the effort expended. This seems to be due in part to
each of the following four factors: (1) the lack of proper scientific
characteristics of the theories themselves, (2) the inevitable
difficulties encountered in formulating relevant, well controlled
research in a new area. (3) the understandable fact that individual
researchers in a new area are not part of a planned research program,
and therefore cannot be easily synthesized, (4) avoidable methodological
flaws, (p. 323)
Since 1961 a virtual flood of empirical research in this area has
been published. As will be demonstrated, many of Wylie's criticisms are
as valid today as they were over ten years ago. In the survey that
follows, a summary of the research will be presented according to the
variables the study purports to be measuring (Appendix A summarizes
the studies that were reviewed). However, before reviewing specific
studies, there are some serious methodological questions which must be
considered
.
METHODOLOGICAL CONCERNS
There are two basic methodological issues discussed in the literature
related to self-concept . Both of these issues deal with the validity
and reliability of the instruments used in the measure of self-concept.
The most serious issue has been raised by Combs, Courson, and Soper (1963)
concerning the validity of the self-report instrument. The second issue
deals with the comparability of studies of self-concept using different
instruments (Crowne and Stephens 1961, Greenberg 1970, Long 1969 and Soares
and Soares 1970).
Combs, Courson, and Soper (1963) argue that most research using self-
report instruments are actually measuring self-report rather than self-
concept. They define self-report as a description of a self reported to an
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outsider. It represents what the individual says he is. Using clinical
observations as a more objective means of assessing inferred self-concept,
they compared this result with the results of a self-report instrument on
a population of 159 pupils in the sixth grade. They found no statistical
relationship between the self-report instrument and the observed behavior
by a team of clinically trained researchers. Thus they conclude that most
of the research using self-report instruments have little validity in
the measuring of self-concept. Although their arguments seem persuasive,
subsequent research using self-report instruments and clinical observations
(Coopersmith 1967, for example) have tended to demonstrate the exact opposite
correlation, i.e. observational data and self-report data are closely corre-
lated .
Crowne and Stephens (1961) and Wylie (1961) argue that experimental
results using different instruments to measure self-concept cannot be
generalized, thus seriously restricting the research in the area. Their
main argument is that tests that are based on different construct systems
and in the development of which different procedures and items have been
employed are not equivalent in the absence of empirical demonstration of
their relationship. As Wylie (1961) and more recently Buros (1972) indicate,
a large number of such instruments are currently in use. Some of these
instruments are developed for specific situations then discarded. Some are
used on populations for which they were not initially designed. Some,
however, have been used extensively and have reported high validity and
reliability. The two instruments used in this study, the Tennessee Self-
Concept Scale (TSCS) and the Coopersmith Self-Esteem Inventory (SEI) , fall
into this latter category.
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The construction of the various instruments has also come under
some criticism. Greenberg (1970) in criticizing the findings of Soares
and Soares (1969) argued that their instrument, which is bipolar, resulted
in their subjects having to categorize themselves in one of two categories.
This, he claimed, is a threatening situation for individuals of low self-
esteem. Long (1969) in criticizing the same above study argued that their
results were due to response set, i.e. the tendency for subjects to answer
questions in a prearranged pattern as opposed to the specifics of the test
item. Another commonly raised issue is that of the social desirability
of the test items themselves (Crowne 1961). That is, certain items are
deliberately answered in a certain way because the subject desired to be
viewed in a more favorable light. Some of the studies reviewed took these
methodological concerns into consideration and tried to control for them,
but some of them did not.
EMPIRICAL STUDIES RELATED TO SELF-CONCEPT OF ADOLESCENT Y OUTHS
The studies cited in this section deal primarily with self-concept
of adolescents roughtly from the fourth grade to college. Phillips (1964),
reviewing the literature dealing with adolescents and self-concept, found
that most researchers viewed this period as being relatively unstable and
unrealistic in terms of the adolescent’s general ability to see himself as
he is. Havighurst (1946), reviewing essays by males and females during
childhood found a developmental process. In childhood, identification is
first with parental figures; then in the middle years and early adolescence,
identification is with romantic and glamorous figures. During late
adolescence, identification is with a composite of desirable characteristics.
He also found low economic children lagging behind middle class children
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in reaching these stages.
There are three general categories which have interested researchers
in their investigation of self-concept in adolescents. These are the
stability-instability of the self-concept construct during this period of
development, the relationship of self-concept to social class, and the
various psychological dimensions as they relate to self-concept. Each of
these categories will be discussed next.
Stability-Instability of Self-Concept During Adolescence
Carlson (1965), Engel (1959) and Monge (1973) all agree that the
self-concept of adolescents is generally stable during this period with
the possible exception of those adolescents with negative self-concepts.
Carlson (1965) studied forty-nine students in the sixth grade and in
high school. Over this six-year span he found that girls showed an increase
in social orientation while boys increased in personal orientation, but
their levels of self-concept remained fairly stable. Engel (1959), using
the Q-sort, an intelligence test, and the MMPI for defensiveness, tested
172 children in the eighth and tenth grades in public schools in 1954 and
again in 1956. He found that during this two-year period the positive
self-concept students were more stable than the negative self-concept students.
Monge (1973) used a semantic differential instrument on adolescents in
grades six to twelve and found relative stability during this period.
On the other side there are a number of studies that have found a change
in self-concept levels occurring during this period. These are reviewed next.
Long, Ziller, and Henderson (1968) view adolescence as a period of
change
—
physically, socially, and psychologically. Using the Self-Social
Symbols task on 420 white students in grades six to twelve , ranging in age
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from eight to eighteen, and representing all socioeconomic classes, they
found that: 1) males identify most closely with their fathers at the fourth
grade, then steadily decline in their identification through the twelfth
grade; 2) females identify with their mothers increasingly from the fourth
to ninth grade, then less after ninth or tenth grades; 3) there was a
general increase in self-evaluation with increase in physical size, maturity
and educational level.
Jersild (1952)
,
using data compiled from 3000 essays by mostly white
pupils from grades four to college level on the topics "What I Like About
Myself" and "What I Dislike About Myself", found variation in mentioning
factors related to self between the grade levels. Havighurst (1946) found
essentially the same developmental pattern.
Cicirelli (1971) using a self-concept instrument developed to test Head-
start children, found a general rise in self-concept from grade one to grade
three
.
Morse (1964) using the Osgood Semantic Differential and the Coopersmith
Self-Esteem Inventory, sampled 600 students in alternate grades from third
to eleventh grades. His results seemingly contradict the above studies in
that he found an overall tendency for self-concept to go down from third
to eleventh grades. He generally concludes that the longer children stay
in school, the worse becomes their self-concept.
There are, then, two basic findings in this category which seem to
contradict each other. One group of studies find relative stability
during this period of adolescence while the other group of studies find a
developmental change occurring either in the positive or negative directions.
Thus the question of whether self-concept is stable or changes during
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adolescence remains largely unanswered. This is one of the questions on
which the study described in this thesis attempts to shed some light.
Social Class and Self-Concept in Adolescence
Studies dealing with the relationship between social class and self-
concept are discussed in both this section and in the section Self-Concept
and Race. The studies reported in this section deal primarily with the
adolescent
.
There seems to be general agreement that there exists a weak relation-
ship between self-concept and social class in adolescents. Coopersmith
(1967), with a relatively small sample (eighty-five) of youths, found a
weak, nonsignificant relationship between self-concept and social class.
Rosenberg (1965)
,
studying over 5000 adolescent youths in high school and
junior high school in ten hew York City schools, found that the upper class
had a higher percentage of high self->concept individuals than did the
lower classes. This was more marked for males than for females. Higgins
(1971), looking at 1023 youths in a suburban and an inner city school
system, found no significant differences in the self-concept of these two
groups
.
Coopersmith, in summarizing his findings and those of Rosenberg, states
There is no clear and definite pattern of relationship between
social class and positive and negative attitudes toward self...
though persons from the upper and middle classes are more
likely to express favorable self attitudes than persons in the
lower group, the differences between groups are neither as
large nor as regular as might have been expected. In addition,
both studies show that though persons in the lower class are
most likely to report lower self-concept, there are almost as
many persons in this class who report high esteem as low esteem.
(p. 83)
Other Personality Variables and Self-Concept in Adolescent Youths
Self-concept in adolescent youths has been correlated to honesty
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(Graf 1971), intelligence and creativity (Bowles 1970), achievement
(Jones and Strowig 1968), aspirations (Gabel 1971), and performance
(Gruendel 1971).
Graf (1971) evaluated ninety students with low, neutral, and high
self-concept on a task. They were given an opportunity to engage in
dishonest activity. Graf found that low self-concept students were more
dishonest than high self-concept students. Bowles (1970) used different
instruments to measure personality, creativity, and intelligence in
sixth grade males. He found that the males high in self-esteem were
also high in intelligence and creativity. Jones and Strowig (1968),
using academic achievement, academic aptitude, self expectations, self-
concept of ability test, and identity development test on 150 females and
167 males in five public schools (all in the twelfth grade), found that
scholastic achievement and self-concept, as well as identity and self-
expectations, were all related. Gable (1971), using the Tennessee Self-
Concept Scale and the Michigan Self-Concept of Academic Ability Scale on
202 female and 173 male high school seniors in three public schools in
Colorado, found a high correlation between the TSCS and high grade point
average and plans for post high school. Gruendel (1971) tested thirty
white males in ninth and tenth grades with high self-concept and thirty
with low self-concept (as measured by the Coopersmith SEI) . His study
involved the effect of feedback on performance in adolescents. He found
that there was relatively little change in performance after feedback
consistent with self-esteem or inconsistent with self-esteem.
Several of the variables discussed above will be covered in greater
detail in a later section. What can be said at this juncture is that
high self-concept in adolescent youths seems to be positively correlated
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with other positive variables such as honesty, high aspiration, high
achievement, and high intelligence and creativity.
SELF-CONCEPT AND ITS RELATIONSHIP TO OTHER PSYCHOLOGICAL AND ENVIRONMENTAL
FACTORS
This section will examine various studies which deal with the ante-
cedents of the self-concept construct, as well as its relationship to
experiences of failure, personal space, drive, and attitudes. The studies
are divided into those dealing with antecedent variables and intervening
variables which influence the developing self-concept.
Antecedent Variables
Coopersmith (1967) focused on the antecedents of the development of
positive and negative attitudes in youths. Using a variety of clinical
observations, objective observations, self-report tests, and projective
tests on children and their mothers over a period of time, he found that
children with high self-concept had parents who were concerned and atten-
tive towards them, and who structured the worlds of their children along
lines they believed to be proper, and who permitted relatively great free-
dom within the structures they have established.
Dietzel and Abeles (1971) investigated the responses of ninety-one
undergraduates to the TAT and the TSCS, using a psychoanalytically orien-
ted system for rating manifest drive content of the TAT stories. They
found that positive self-esteem is related to high amounts of thematic
drive content, higher levels of drive integration, and high proportions
of socialized drive materials. These seem to indicate a positive relation-
ship between self-concept and the more dynamic ego control operations.
Sears (1970) tested the hypothesis that parental attitudes of love,
warmth, and respect results in high self-concept, while cold, harsh discipline
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by the parents results in low self-esteem. The subjects were eighty-
four girls and seventy-five boys in the sixth grade. Sears used results
of IQ tests, Sears Self-Concept Inventory, Self-Criticism and Ideas of
Preference scales, Femininity scales, and Self-Aggressive scales of the
students as well as a variety of measures of the mothers. The latter
were done primarily with tests and interviews. He found that 1) high
self-concept was associated with high reading and arithmetic ability;
2) high self-concept was associated with small family size and early
ordinal position; 3) high self-concept was associated with high material
and parental warmth; 4) in boys only, high self-concept was associated
with low father dominance in husband and wife relationships. In both
sexes, femininity was associated with poor self-concept.
Thus all of the studies agree that the antecedents of high self-
concept are related to a positive and warm relationship with one's parents.
The next section will look more closely to see how the parental factor has
been studied.
Intervening Variables
In this section various studies relating to variables that impact on
self-concept will be considered. Variables such as the parents, teachers,
special groupings, and experimental manipulations will be examined.
As noted in the prior section, the parent is seen as an extremely
important factor in the development of a child's self-concept. In this
section, two specific studies dealing with the parent are examined (Miller
1971 and Conway 1971).
Miller (1971) was primarily interested in how parental verbal response
to the child's behavior and/or verbalization affects the self-concept of
the child. The hypothesis was that the more verbally descriptive a parent is
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in regarding the child's behavior, the higher will be the child's self-
concept. The subjects were 203 eighth grade children and their parents.
Using the Coopersmith SEI and a parental response inventory, he found
that the correlation between the two was not that strong but some support
for the hypothesis was found.
Conway (1971) attempted to demonstrate that through modification of
parental behavior towards their children, a positive influence on the
child's self-concept would occur. His results tended to demonstrate this,
but his sample size was too small to make a definitive statement.
Several studies have looked at the teacher as a factor in influen-
cing a child's self-concept (Perkins 1958, Anderson 1971, Bown and Richek
1969, Davidson and Lang 1960).
Perkins (1958) studied 251 children in seven suburban elementary
schools in Maryland. The factors his study was concerned with included
the teacher's acceptance of self and others and his/her participation or
non-participation in a group in-service child study program. He used a
self-ideal self instrument in measuring the teachers' students on a pre
and post test basis. Among their findings was that self-ideal self congru-
ency was significantly greater for students whose teachers were enrolled
in the child study program.
Anderson (1971) looked at the impact of teacher expectancies on pupil
self-concept and pupil academic achievement. She manipulated the teachers
by reporting to them higher IQ scores than real scores on 110 matched
pairs of students. She found that teacher expectancy was not as powerful
an influence as hypothesized; however, there was some support that it did
affect self-concept. Bown and Richek (1969) compared forty-nine introverted
and 100 extroverted teachers and their attitudes towards their students.
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Their findings suggested that extroversion is related to both the positive
perception of children and a positive perception toward self.
Kleinfield (1972) found that for blacks, academic self-concept is
more strongly related to teacher evaluations, while for whites it is more
strongly related to parents' perceived evaluations.
Davidson and Lang (1960) looked at teachers' perceptions of their
students. He found that there was a positive and significant correlation
with a positive perception by the teacher and better achievement and
behavior. He further found this to be correlated with social class.
The studies above, then, all seem to indicate that self-concept of
students are affected by their teachers, but the exact impact is not
known since none of the studies controlled for the other variables which
daily influence a child's life. Nevertheless, as studies to be described
later concerning achievement and self-concept indicate, the role of the
teacher can indeed by a crucial variable.
In looking at other factors affecting self-concept, some studies have
examined groupings like Black Studies groups, ability grouping, and group
counseling as possibly affecting the self-concept of the students in the
group
.
Matthews (1971) and Andrews (1972) looked at Black Studies programs.
Matthews studied a tenth grade program using a Student Self Inventory Scale,
Student Attitude Scale, grade point average, standardized achievement tests,
and the number of failure grades. He used a control group which did not
participate in the Black Studies program and he administered pre and post
tests. He found no significant difference on standardized achievement tests
and grade point average, but he did find that the control group and experi-
mental group differed in number of failures, grade point average (at level
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not significant), and self-concept. Those enrolled in Black Studies did
better, but not at a level of significance. Andrews (1972) looked at
78 kindergartners in a Black Studies program. Using a modified Piers-
Harris children's self-concept test and the ABC Inventory Readiness Test,
he found a positive gain in self-concept and readiness to read.
Mann (1960) and Dyson (1967) looked at ability grouping and self-
concept and arrived at two different conclusions. Mann studied 102
fifth graders and found that those in the lower ability groupings gave
more negative responses to the questions why they were in the group and
how would they characterize the groups they were in. A higher ability
grouping of fifth graders gave more positive answers. Mann interpreted
this to mean that ability grouping has a detrimental effect on a child's
self-concept. Dyson, studying ability grouping in a controlled experimental
setting, found no significant difference in pattern of acceptance of
self or academic self-concept in either the homogeneous ability groups or
the heterogeneous groupings. He found low and high achievers in both the
control and experimental situations varied in self-concept and thus he
concluded that ability grouping alone does not appear to have a significant
effect on self-concept.
Ballard (1971) studied 90 freshmen college students in a group
counseling setting. On pre and post test scores he found no significant
change in self-concept. Thus the above studies give further evidence
of the confusion to be found in this area of research.
In a series of studies, researchers have attempted to manipulate the
self-concept level of their subjects and to determine its impact on some
behavioral measure. Some of these studies are cited below.
In direct manipulations of self-concept levels it has been found that
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it affects romantic behavior (Kiesler and Baral 1970)
,
performance on
cognitive tasks (Perez 1971), altruism (Rudestam et al. 1971)
,
attitude
similarity and attraction (Hendrick 1970), and perception of others
j
(Ludwig 1970). Self-concept has also been related to personal space
(Frankel and Barrett 1971), body image (Lewis 1971), self reinforcement
(Reschly and Mittman 1973), and game theory (Zemon 1969).
It is apparent from these studies that the self-concept is an
important variable in determining the behavior of the individual. The
general method used to effect a change in self-concept is through positive
or negative feedback on a specific task. It has not been shown in any of
these studies that this feedback affects each individual in the same manner
and degree as other subjects in the study. Thus if individuals are in
fact affected differently by this process of manipulation, the results of
i
the studies may well be questioned.
SELF-CONCEPT, RACE, AND SEX ROLE
Until recently the generally accepted view of race and self-concept
has been that "the negro self-esteem suffers because he is constantly
receiving an unpleasant image of himself from the behavior of others to
him" (Kardiner and Ovesey 1951). Some recent studies have refuted this
position (Soares and Soares 1969, 1970, 1972) This controversy will be
discussed in this section, as will the relation between sex role and self-
concept, which is also gaining in interest among researchers.
Self-Concept and Race
Kardiner and Ovesey (1951) conducted in-depth psychoanalytic inter-
views with a number of blacks. Their findings established a view that
was fairly widely accepted. They found that the blacks they interviewed
had low self-images. This resulted in self-contempt, idealization of
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whites, frantic efforts to be white. Their inability to be white led
to hostility towards whites, self-hatred which was projected onto other
blacks, low self-esteem in blacks, and further manifested itself in
apathy, hedonism, living for the moment, and criminality. Frustration
also led to aggression which was either repressed, suppressed, or erupted
violently. Their findings and interpretations were considered classic
because they were substantiated by a large number of researchers for almost
a generation.
Deutsch (1967), studying black and white children in the fourth, fifth,
and sixth grades from 9-12 years of age, and using a variety of achieve-
ment tests, personality measures and observational data, found blacks to
be significantly retarded on all measures including a negative self-image.
His summary of his findings is as follows:
In all comparisons made with the data reported here, the negro
children had significantly more negative self-images than did the
white children. That this is not an artifact caused simply by a
lower achievement level (also a universal finding) is shown by the lack
of difference in self-image when experimental and control intragroup
comparisons are made, including comparisons between high and low
achievers within groups. Further.. a negative self-image is seen to
relate strongly to being negro, (p. 102)
Lefebvre (1971), using the Tennessee Self-Concept Scale and a game to
determine the level of aspiration on 40 black males and 40 white males in
the seventh and eighth grades in segregated parochial schools, found that
blacks scored significantly lower than whites on the TSCS.
Long and Henderson (1968) studied 72 black males and females and 72
white males and females in first grade in a rural southern community.
Using the Children's Self Social Construct Tests they found that the
blacks had lower self-concept, a less realistic picture of themselves,
less identification with their father and greater identification with their
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mother and teachers.
Rosenberg (1965), in a study cited earlier, found the black students
tended to score below average, but the significance was weak. Cicirelli
(1971) tested disadvantaged children in Headstart Programs throughout the
United States and found generally that they scored lower than middle-class
children in self-concept.
Clark (1971) studied 684 black and white sixth graders in North Carolina.
108 of the students were in black desegregated schools, 88 were in black
segregated schools, 356 were in white desegregated schools, and 130 were
in white segregated schools. He used the Intellectual Achievement Response
Scale, and Semantic Differential Scale along with some aptitude and reading
achievement tests. In the comparisons he found no significant differences
in self-concept scores or in the other measures.
There are a number of studies in recent years which are beginning
to give a different picture of the relationship of self-concept and race.
These studies show that black children and adolescents have higher self-
concept than white children and adolescents. Soares and Soares (1969)
were one of the first investigators to report these findings. They
tested 514 students in grades four to eight; approximately half of the
children were disadvantaged blacks and Puerto Ricans and the other half
were advantaged white children. Using a scale measuring five categories
of self-concept they found that the disadvantaged group had higher self-
concept than the advantaged group. They found no difference between the
sexes, but the advantaged girls had higher self-concept scores than the
advantaged boys and the disadvantaged boys had higher self-concept than
the girls. Long (1969) criticized their study on methodological grounds
pointing out in particular the problem of response set. Soares and Soares
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(1970) answered this criticism by pointing out that if response set was
a factor one should see high negative scores for disadvantaged children,
since they would tend towards the extremes of the scale, and low variance.
Neither of these occurred in their study.
Carpenter and Busse (1969) studied 40 first graders and 40 fifth
graders, approximately half of whom were black and the rest white. All
were disadvantaged, that is, father absent, welfare families, living with
nat al mother. They found no significant F value difference between black
and white children, but the white children appeared to be more negative
than the black children. Also, girls in general had lower self-concept
than boys and black girls in particular were low in self-concept.
Powell (1973) studied 1720 students in three cities in the South.
Subjects were in the seventh, eighth, and ninth grades and ranged in age
from 11 - 18 years of age. Her sample was also split in terms of black
and white, and females and males. She was primarily concerned with the
impact of segregation-desegregation on the self-esteem of these children.
She used the TSCS to measure self-concept. Her overall findings were that
the black students had a significantly higher total positive score on
the TSCS than did the white students. Black males and females in segre-
gated schools had higher self-concept than thosein desegregated schools.
Powers et al. (1971), using the Soares and Soares Inventory on
blacks, Jewish whites and non-Jewish white students in an integrated inner
suburban high school, found that the black students scored significantly
higher in self-concept than did the non-Jewish white students.
Olsen (1970) tested 133 black students and 16 white students enrolled
in an Educational Opportunity Program with a self-concept of ability
instrument. He found that the EOP students, both black and white, scored
36
above the average student on the self-concept scale, and that the EOP
blacks scored above their fellow EOP whites.
Trowbridge (1970), using the Coopersmith Inventory, tested 64 class-
rooms of children in grades two to six. He found that the disadvantaged
children consistently had higher self-concept scores than the advantaged
students. Richmond and White (1971), using the Coopersmith and the Semantic
Differential instruments on 204 elementary pupils, half of whom were black
and half white, found that the factor that best described the relation
between peer feelings and self-concept dimensions was that of activity.
Clark and Clark (1939), in their now classic doll study, found that
seventy-one per cent of black children in biracial schools made negative
responses to a colored doll, while only forty-nine per cent in a black
nursery school did so. They concluded that racial preference in young
black children is a function of their social and racial context. Some
of the above studies would seem to indicate that this is true today
also
.
Caplan (1969) found the opposite to be true in his study of 180
intermediate grade children from three elementary schools. He found
that blacks and whites in de facto segregated schools scored lower, on
a self-report instrument developed by Goldberg, than children in newly
desegregated or long term desegregated schools.
In relating self-concept and school success in black disadvantaged
students, Frerichs (1971) found that high grade point average and high
reading scores correlated with high self-concept, while there was no
significant difference between high and low IQ on their self-concept.
Franco (1971) describes a study of the impact of a program for
black children to improve self-concept and achievement in an inner city
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school district in Rochester, N.Y. He found that the experimental group
did better on a percentage basis than did the control group.
Self-Concept and Sex Role
Most of the findings in this area are the peripheral results of the
study. Most of the studies either tend to show no differences between
the sexes or a tendency for females to score generally lower on these
various self-concept tests.
Connell and Johnson (1970)
,
in one of the few studies looking
specifically at sex role identification and self-concept, found that high
sex role identity males have higher self-concept than low sex role identity
males and high sex role identity females.
Long, Ziller and Henderson (1968) found that males tend to be more stable
than females in their self-concept during adolescence. They also found that
during the ninth and tenth grades, females seem to experience their most
unbalanced period for self-concept. They relate this to the falling
identification that females have with their mother during this period.
Gabel (1971), in a study cited earlier, found that high school
senior girls scored higher on the TSCS and had higher grade point averages
than did the males in the same group. Carlson (1965) found that self-
concept in boys and girls are fairly stable during adolescence. Girls
tended to increase in social orientation while boys increased in personal
orientation. Generally, however, he concluded that self-concept was
independent of sex role. Soares and Soares (1969) found no differences
between the sexes in self-concept, except that advantaged girls scored
high while disadvantaged girls scored low on the scale. Carpenter and
Busse (1969) found similar results. Black girls were particularly low
on self-concept measures wnile girls in general were lower than the boys.
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Thus in the areas relating self-concept, race and sex role there
remains some confusion. Some of the possible sources of the confusion
could be the difference in the instruments used, the differences in the
groups being tested, the theoretical orientations of the study, and the
prejudices of the researcher. In the study described in this thesis, it
was found that blacks scored higher than whites on the TSCS, but there were
no significant differences between the sexes. on the TSCS.
SELF-CONCEPT AND ACHIEVEMENT
A number of studies in recent years have examined the relationship
between self-concept and achievement, primarily academic achievement, in
students. Jersild (1952), in a study cited earlier, was one of the first
researchers to study this relationship. He based his work on the assumption'
that school setting and teachers impact on a student's self-concept and thus
affect his life. Researchers who have followed in his footsteps have
generally substantiated this assumption.
LaBenne and Greene (1969) give an excellent summary of the theoretical
basis upon which most of the studies dealing with achievement and self-
concept is based. They found that self theories use self with one of
three meanings: 1) a dynamic process, i.e. cognitive processes, such as
perceiving, interpreting, thinking, and remembering; 2) objectified form
of awareness an individual gives to his feelings, evaluations and beliefs
about himself; 3) interrelatedness process, i.e. awareness has psychodynamic
quality in terms of its effect on what is perceived, how perceptions are
interpreted, and thus human behavior and learning. They define self as
both process and object, and the individual is seen to behave according
to how he perceives the situation and himself at the moment of his action.
Self is inferred from behavior but it is not itself measurable. Further,
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they hold the view that self-concept is learned through interpersonal
interactions with significant others and it is accumulated through social
experience and contacts. From this perspective they view the role of
the teacher as an important agent influencing self-concept and achievement.
The studies described below would probably all fit under the theoretical
umbrella developed by Jersild (1952) and LaBenne and Greene (1969).
For purposes of convenience, the studies will be divided into those
dealing with college students and those dealing with primary and secondary
level students.
Self-Concept and Achievement in College Students
Several studies have looked at self-concept as a predictor of
scholastic achievement. Jones and Grienecks (1970) studied 877 college
sophomores, (411 females and 460 males) at the University of Texas. Using
grade point averages, SAT, Self Expectancy Inventory, Self-Concept of
Ability, and Degree of Identity Development, they found that all measures
used were positively related to scholastic achievement but that the Self-
Concept of Ability instrument was the best predictor of scholastic achieve-
ment, better than even the SAT.
Keefer (1971) looked at 198 college students and asked them to predict
grades. He found that one of the better dimensions which defined the
accurate and inaccurate predictor was that of self-concept as measured
by Bill's Index of Adjustment and Values and from self-reports of feelings
of academic success.
Using the sentence completion test, Mukherjee and Sinha (1970) found
that those measuring high on the test showed greater stability in self
rating and rated high in general competence and sociability. Centi (1965)
tested college freshmen before school began and after first semester grades
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he found that those receiving poor grades dropped in self-concept.
Borislow (1962) found slightly different results in his study of 361
freshman students. Using the Fiedler's twenty-four item self-report scale
and Student's Behavior Description to assess student goals and comparing
them to grade point average and SAT, he found that there was no significant
difference between achievers and underachievers in general self-evaluation
on a pre and post test basis. Underachievers had poorer conceptions of
themselves as students, however, than did achievers on the post test. He
further found that where scholastic achievement was an important goal for
the student, students with good concepts of themselves generally evaluated
themselves more favorably from pre to post test.
Badgett et al. (1971) found results similar to Borislow. Administering
a self rating scale to 696 freshmen from several colleges, he found that
self-concept level varied with achievement level, depending on whether
the individual was economically motivated or academically oriented.
In attempts at manipulating self-concept to obtain increased achieve-
ment, two studies are relevant to college students. Ankenbrand (1972),
working with high risk community college freshmen, found that leader-
structured group sessions resulted in higher self-concept and higher
achievement levels than did group-structured sessions and a control group
that had no counseling at all. Boshier (1972) found relatively no differences
between low self-concept students and high self-concept students after an
experience of failure.
Self-Concept and Achievement at the Primary and Secondary Levels
Brookover (1964) and Brookover et al . (1965) conducted a series of
studies relating self-concept to ability and achievement. In his 1964
study of over 1000 seventh grade students, he found a positive relationship
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between self-concept of ability and school achievement independent of IQ.
His 1965 study looked at three methods for improving self-concept and
achievement in low-achieving ninth grade students. He found that training
parents of low achievers by lectures, films and discussions of self-concept
got better results than lectures by "experts" talking about individual
ability or providing a counselor who would supply high academic expectations
and evaluations. Conway (1971), using the Brookover instrument, found this
same relationship to be true in his study of parental training on the self-
concept of the trainees' children. Koughnett and Smith (1969) describe
a program to improve self-concept and academic achievement by working with
teachers. They show improvement of self-concept but not a significant
improvement in level of achievement.
Caplan (1969) studied 180 intermediate grade children from three
elementary schools. He found generally that high self-concept correlated
with high academic achievement. Kubiniec (1970), in her study of 468
students, found this same relationship to be true, as did Lewis (1971) in
his study of 152 second and third graders. Lewis found high achievers
had significantly higher self-concept than did low achievers. Morse (1963)
compared grade point average and IQ for white and black children. He
found correlations of .40 and .16 for the white and black children respec-
tively. He then correlated grade point average and self-concept scores
for the two groups and found correlations of .65 and .43 respectively.
Nails (1971), studying self-concept and achievement in a population of
inner city youths
,
found a positive relationship between self-concept
and achievement. Wattenberg (1964), studying 128 kindergarten and second
grade students on reading achievement and self-concept, found that measures
of self-concept at kindergarten were good predictors of reading achievement.
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He also found a low correlation between self-concept and intelligence
scores. Bakan (1971) studied variability in achievement and self-concept.
She found those students who showed high variability in grades, as mea-
sured by standard deviation of grades, dropped in self-concept during a
five-year period. Hawken (1971) investigated the effect of achievement-
related motives within groups of children and their interaction with
socioeconomic status. Using the Coopersmith SEI and another instrument
of achievement and father's occupation, she found high achievement re-
lated to high self-esteem and that high achieving black students came from
both low and high socioeconomic backgrounds. Goodman (1971), in another
study looking at self-concept, achievement and socioeconomic status, found
that self-concept relates to academic achievement scores but it transcends
the effect of socioeconomic status on achievement scores.
Durr and Schmatz (1964) studied personality differences between high
and low achieving gifted children. Using different achievement tests and
the California Test of Personality, the Mental Health Analysis and the
Junior Inventory, he found that less desirable personality factors were
associated with low achieving gifted students and the opposite was true for
high achieving gifted students. In another study of gifted students,
Wasser (1971) looked at 200 students with IQ's of over 115. Using the
Children's Social Desirability Scale and Self Descriptive Statements Test
and comparing them to grade point average, he found no relationship between
achievement and the congruency of the self-concept-ideal self construct.
Thus those whose scores were disparate were not necessarily low achievers
as would be predicted by some theorists, such as Rogers (1961).
Two studies have looked at the manipulation of self-concept and its
effect on achievement. Gibby and Gibby (1967) chose sixty white students
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from two seventh grade classes for academically superior students. They
pre tested for intelligence, English grammar, and word fluency. Then they
told the experimental group that they had failed the tests; then they
retested for word fluency. They found that the experimental group per-
formed less effectively, presumably because of lowered self-concept.
Felker and Stanwyck (1971) tested the hypothesis that there was a positive
relationship between self-concept and positiveness of statements chosen
to say to oneself after an academic task, and that this relationship
would be greater than the relationship between self-concept and perfor-
mance on the academic task. They in fact found this to be true on their
entire sample of eighty-eight fourth graders.
Dissenting studies on the positive relationship between self-concept
and achievement are few (Hunt and Hardt 1969, Cicirelli et al. 1971). Hunt
and Hardt studied changes in attitudes, motivation, and feelings of self-
concept and internal control in an Upward Bound group of black and white
students over a period of two summers. They found that their program
effected a positive change in attitudes but had little effect on achieve-
ment. They found, in fact, that the grades of the black students in the
program went down. Cicirelli et al., in developing tests for Headstart
preschoolers and those in the first three grades, found a weak correlation
between self-concept and achievement with their test.
SELF-CONCEPT OF HIGH SCHOOL DROPOUTS
Studies dealing with the relationship of self-concept and dropouts
are not as numerous as those in the other categories, and what little
there is is again conflicting, as seen below.
Cervantes (1965) studied 300 youths, half of whom were dropouts and
half of whom were graduates. He looked at six areas: 1) the nuclear
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family; 2) the friend -family system; 3) peer groups; 4) school experiences;
5) Thematic Apperception Test (TAT) ; 6) interviews of the matched pair. His
results are interesting. He found that: 1) generally the dropout is a
product of an "inadequate" family while the graduate is from an "adequate"
family; 2) the families of graduates provide "social filters" by intro-
ducing into their homes families of similar race, class, etc.; 3) in terms
of school experience, dropouts have weak home-school interdependent pat-
terns; personal participation in school is weak; the dropouts have weak
self-image, weak role expectations, and weak occupational orientation;
4) TAT results show great hostility on the part of the dropout; also
weak self-image and aggression. Thus his results would tend to bear out
the generally accepted view of the school dropout.
In two recent empirical studies of the self-concept of dropouts, one
tends to support Cervantes and the other tends to conflict with his findings.
Burkett (1972) studied 381 participants in the Neighborhood Youth Corps
Program in northeast Mississippi. Using the TSCS and a culture-fair intel-
ligence test, he administered them to school persisters and school dropouts.
He found that persisters had higher scores than the dropouts on the TSCS
at a .01 level of significance.
Phifer (1971) studied sixth grade potential dropouts and probable
stayins. Using several personality instruments including the About Me
Self-Concept Report, he found 1) a significant difference between potential
dropouts and probable stayins on ten of fourteen personality traits; 2) po-
tential dropouts had a higher self-concept than probable stayins. Thus
this report differs from the two above.
A series of studies looks at the impact of job training programs and
academic tutoring for dropouts with moderately successful results. Alex-
ander (1971) administered the TSCS on a pre and post test basis to prison
45
inmates enrolled in a training program. He found that the inmates in a
job training program showed a significant positive increase in self-
concept as compared to the inmates not enrolled in the program. Schienle
(1971) found essentially the same relationship in a remedial training
program for low skilled workers. A significant increase in self-concept
occurred for those receiving the training. Moore (1972) studied 279
disadvantaged adults in a basic education program using a variety of
personality instruments including the TSCS. He concluded that they were
all of limited utility for investigating the effects of basic education
programs on this target population. Hicks (1972) studied the effective-
ness of a special treatment program given in conjunction with a basic
academic tutoring program for academically weak inner city youths. A
pre and post test of achievement and self-concept showed no significant
difference in achievement or self-concept for the experimental group that
received the treatment and the control group which did not receive the
treatment
.
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SUMMARY OF REVIEW OF THE LITERATURE (See Appendix A, Table 1)
A summary of the theoretical positions and the empirical findings
related to self-concept reflects the contradictions and ambiguities in
this area of study. Not only is there variation in thelevel of sophis-
tication of the researcher in designing his/her study, including the
instruments used, the controls that are built into the study, and the
analysis of the data, but also the orientations of the individual re-
searcher and theoretician vary with the discipline from which they emerge.
The pyschologist
,
specifically the personologist
,
is primarily concerned
with the internal constructs of self-concept. Thus they emphasize moti-
vational factors, learning processes, developmental aspects, and other
phenomenological and non-phenomenological constructs as they impact on
the internal functioning of the individual. Sociologists, primarily
social psychologists, are interested in the individual as he interacts
with his social environment. Thus, they are concerned with factors such
as peer group relationships, authoritarianism, religion, and socioeconomic
factors as these impact on self-concept.
Empirical research also reflects the concerns and biases of the
researcher. For example, educators are primarily concerned with the im-
pact of the school and the teacher on the student's self-concept. Their
research then tends to ignore the impact of the child's family and social
environment outside of the school in designing and assessing their study.
Researchers concerned with socioeconomic factors as they impinge on self-
concept tend to ignore the internal psychodynamics of the individual's
self-concept. Thus researchers interested in the effects of race or sex
or religion or some other variable as it impinges on the self-concept
construct tend to generally ignore the total environment of the individual
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in their efforts to decipher the relationship of their variable of
concern and self-concept.
Questions of the methodology of studying self-concept range from the
complete rejection of all types of self-report instruments to the almost
religious belief in their validity. Both Coopersmith (1967) and Sears
and Sherman (1965) used a variety of approaches to examine the self-concept
of their subjects; perhaps this is the best empirical methodological
approach to the study of this construct. Unfortunately the amount of time
and resources needed to follow in their footsteps, not to mention the high
degree of training required, makes such an undertaking formidable. It is
interesting, however, that Coopersmith did find a high validity for his
self-report instrument when compared to the other approaches he used.
Most of the researchers dealing with the educational system and self-
concept have taken the (internal and external) consistency theory position
developed by personologists and social scientists. Consistency theory, as
viewed by personologists like Kelly, examine the internal construct in the
development of self-concept, while consistency theory as viewed by the
social scientists examines the external construct in the development of
self-concept in the form of the individual's interactions in a social group.
Viewed from this perspective it can be seen that the social scientist
studies the individual in his social interactions as he begins to develop
a sense of self. Internally, the personologist studies the internal
dynamics of the individual decision-making process in these social inter-
actions. The stimuli representing the alternatives are external and
found in the social interactions. The decision to act in a specific manner
is internally derived and explained by consistency theory.
Empirical evidence to substantiate this theoretical position (the
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external internal consistency theory) is mounting. There is good evidence
that parental attitudes and parent-child interactions have an effect on the
child s self-concept. There is evidence that teachers are important in
contributing to a child's self-concept ,but also parents, family upbringing,
number of children in the family, race, sex, peer group interactions and
other variables seem to have an effect. The degree to which these variables
interact in determining the self-concept in adolescent youths is not clear.
There is some evidence that successful experiences have a positive effect
on the self-concept of adolescents. However, there are no studies that
specifically relate a positive educational experience to an increase in
self-concept levels.
The study undertaken by the present author, described next, attempts
to directly relate a positive educational experience to self-concept. By
having a tightly controlled experi mental design that accounts for external
and internal factors that could affect the self-concept level of the subjects,
it can be shown that any changes or differences in the self-concept levels
that occur on a pre and post test basis is due to the positive educational
experience of the subjects. The modified Solomon Four Group Design allows
this kind of analysis to be done and was thus used in this study. A study
of this sort that relates achievement to self-concept will contribute to
the understanding of the external variables that affect individual self-
concept. The methodological approach, analysis of results of the study,
and conclusion are presented next.
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CHAPTER III
METHODOLOGY
OVERVIEW
Project J.E.S.I. (Jobs, Education and Self Improvement) is a state
funded program for high school dropouts in the Springfield, Massachusetts
area. Established in early 1972 under the auspices of the School of
Education at the University of Massachusetts, it has had contact with
well over 200 dropouts in the Springfield area. It has, to date, helped
over 35 of them obtain a G.E.D. (General Educational Development) certificate
which is equivalent to a high school degree. It has also placed approxi-
mately 50 dropouts in full-time or part-time jobs.
The primary objectives of the project are: 1) give positive educational
experiences to dropouts; 2) help the students improve their self-concept.
This study examines the second objective of the Project.
The Project's place of instruction is located in downtown Springfield.
In this centralized location students from all sections of the city and
surrounding towns can attend without fear of entering a segregated section
of the city. The structure of the academic program involves small qlass
sessions and individual tutoring. There are approximately thirty-five
students actively enrolled at any one time.
The administration and staff consists of a Principal Investigator,
Project Director, and Research Director at the University level; the
Springfield staff consists of an on-site director, four to five teachers,
and two counselors. The teachers are informal in their approach and a
casual, very friendly and open atmosphere pervades. The teachers are
all in their early twenties which contributes to the closeness between
the teaching staff and the students. Most of the teachers and adminis-
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trators have advancea degrees and considerable experience working with
this target population.
Basic educational classes in English, math, science and social studies
are held every morning. Individual counseling is done three days per week.
Enrollment is open and no one is turned away if there is an opening. The
initial interview with the counselor involves basic information gathering
from the student. She/He usually returns the next day to take an achieve-
ment test. At this time also the Tennessee Self-Concept Scale is admin-
istered. The student is then placed into a class at his general ability
level
.
Weekly meetings are held by the staff to assess the development of
the students both academically and psychologically. When the staff feels
that a particular student is prepared to take the GED exam, the student
is signed up to take the monthly exam offered by the state. Two weeks
prior to the exam, more intensive and individual tutoring is given.
The success of the Project's approach can be seen in the very small(10%)
number of students who fail the exam and, as this study partially demon-
strates, the increase in the self-concept of the students who successfully
pass through the program.
ASSUMPTIONS MADE IN THE STUDY
This study involved the measuring of the impact of Project JESI on
the self-concept of the students. In doing this the assumption is made
that involvement in Project JESI will be a primary factor in the dropouts'
lives at this particular time. Thus, how they succeed or fail in the
program, then, will be of prime importance in determining their self-
concept level. We assume, then, that other factors such as the home envi-
ronment, peer group relations, internal psychodynamics are remaining
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fairly constant during this period of time and the basic external factor
changing the level of the self-concept of the dropout will be his/her
participation in the Project.
Some validity for this assumption was tested by comparing the self-
concept level of "successful" high school stayins in the Springfield area
with the mean pre and post test scores of our successful dropout students.
If the level of self-concept of our successful dropout students equals the
level of self-concept of the high school stayins, given that they start
at different levels, then some proof that self-concept is affected by a
successful educational experience becomes available. Comparisons were
also make of those who passed the GED and those who had not yet passed the
GED, and assuming that they were initially similar samples drawn from the
same population, significant differences between their mean self-concept
scores gives us some support for our hypothesis that the Project does
indeed have a powerful influence on the students' self-concepts.
Another important assumption of the study is that the self-report in-
strument selected does indeed measure self-concept level at a high degree
of validity and reliability. Part of the test for this assumption was in
our experimental design where a test-retest group was established. In
addition, another popular self-report instrument, the Coopersmith Self-
Esteem Inventory (SEI)
,
was administered to a small sample of our students
who had taken the TSCS. A rank order correlation was done, in which the
TSCS and SEI scores were significantly similar. Details of the results
are reported in the next section.
Another assumption made is that achievement affects all dropouts in
the same manner. Indeed, by grouping students and calculating mean values
the assumption is made that any change that occurs is due to the
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achievement or nonachievement factor. This, in fact, may not be the case
at all, and achievement may not even be involved or even be a vital factor
in any change that may occur. Some control for this was dene by developing
an experimental design that subdivides the group into various subgroups
undergoing different experimental treatments and comparing the results.
This eliminates some of the difficulties in this area, but perhaps the
only certain way of determining the effect of achievement on individual
students is by in-depth individual analysis. Time and limitations of
resources and skills makes this approach unfeasible. It is hoped that
this statistical approach will offset individual differences and a
generalized pattern will emerge giving at least an indication of directional
patterns
.
HYPOTHESES OF THE STUDY
The major hypotheses of the study are summarized below:
1. A positive educational experience for high school dropouts will have
direct positive impact on the student's self-concept level, as measured
by the TSCS
.
2. Passing the GED will have a more positive effect on the dropout's self-
concept than participation in the program up to the point of taking the
exam.
Although not specifically designed in the original study, several interest-
ing testable hypotheses emerged as the study progressed. These are sum-
marized below:
3. Black, white and Spanish-speaking (mainly Puerto Rican) dropout studencs
will differ in their self-concept levels, with the blacks and Spanish-
speaking having a relatively higher self-concept than the white
drepout
students
.
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4. Males will have a significantly higher reported self-concept than females,
and black males and females will have higher self-concept levels than
white males and females.
5. Other factors such as rank order of birth and size of family and chron-
ological age will have a varying effect on self-concept, with the higher
self-concept scores belonging to those individuals who were firstborn,
members of small families, were from an "adequate" family, had spent
some time doing other things since dropping out (i.e., were older), and
were not too mobile (i.e., had a stable residence).
6. Self-concept scores of "normal" stayins will be significantly higher
than those of dropouts.
DESIGN OF THE STUDY
The design of the study is modified from Campbell and Stanley (1966)
and is referred to as the Solomon Four Group Design. In this design,
internal and external validity is tested by establishing different experi-
mental and control groups. The Solomon Four Group Design is described as
follows
:
group characterization of group
1 R, 0 1} X, 0 2
2 R, 0
3 ,
0
4
3 R, X, 0
5
4 R, 0 6
In this symbolization, R signifies the random selection of members of the
sample; 0
,
the observations (which in the present study were the TSCS
results); X, the treatment (participation in Project JESI and taking of the
GED examination)
.
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Of this design Campbell and Stanley state:
The Solomon Four Group Design deservedly has high prestige
and represents the first explicit consideration of external
validity factors. By paralleling the elements (0.. through
0
4 )
with experimental and control groups lacking the pie
test, both the main effects of testing and the interaction
of testing and X are determinable. In this way, not only
is generalizability increased, but in addition, the effect
of X is replicated in four different fashions:
0 2 > 0]_, 0 2 > 0 4 , 0 5 > 0 6 , and
0'
5
> 0
3
.
The actual instabilities of experimentation are such that
if these comparisons are in agreement, the strength of the
inference is greatly increased. It also takes into consid-
eration the effects of maturation and history (by comparing
0 l5 0 3 , 0 6 ). (p. 24-25)
This basic design has been modified to include three other groups.
These additional groups consist of a pre test group that participated in
the program for over two months but did not yet take the exam. This
group allows us to measure the impact of the program alone on the student's
self-concept level, thus isolating the effects of taking the exam (com-
pared to group one). Two groups are in this general category, one having
been administered a pre test and a post test, the other having been admin-
istered only a post test. Group seven was added to the design in order to
compare dropouts with stayins. Thus this modification of the Solomon Four
Group Design consists of the following:
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experimental design
(MODIFICATION OF THE SOLOMON FOUR GROUP DESIGN)
group characterization of group
1 R, °1> x, Y, °2 (pre JESI pass post
O R, °3 » o
4^
TSCS exp GED TSCS)
Z (pre no no post
TSCS JESI GED TSCS)
3 R,
°5 ’ x, °6 (pre JESI no post
R,
TSCS exp GED TSCS)
4 X, Y, °7 (no JESI pass post
R,
pre exp GED TSCS)
5
°8 (no no no TSCS)
pre JESI GED
6 R, X,
°9 (no JESI no TSCS)
pre exp GED
7 R, (normal stay ins in STHS)
0 = Tennessee Self-Concept Scale, pre or post, as indicated
X = two or more months' experience in the JESI program
Y = passed the GED examination
STHS = Springfield Technical High School
It should be noted, for clarification, that the treatment subscripts
in the modified design do not parallel those in the original design. This
is due to the fact that the sample size of group two, as described in the
original design, was judged too small for inclusion in the modified design;
the two treatment subscripts in it were assigned to the next group.
The above seven groups will be analyzed to determine the different
effects of the JESI program on the self-concept of dropout students. Group
one consists of subjects who were administered the pre test, then success-
fully passed the GED, and were then administered the post test. This group
will give a measure of the impact of Project JESI on a random sample of
successful dropout students.
Group two is essentially a test-retest group. This will give a
measure of the reliability of the test on this target population. A
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relatively consistent score here will be an important test of the effect
of the test experience on a student's subsequent takings of the test.
Group three consists of subjects who were administered the pre test,
then participated in the program for over two months, but were not yet
prepared to take the GED. At this point they were administered the post
test. This group will give a measure of the impact of the program itself
and isolates the effect of the TSCS when compared to group one. The
impact of the counseling and instructional program can be determined by
isolating this group.
Group four consists of students who successfully completed all aspects
of the program but had no pre test. This group's post test scores should
be comparable to post test scores for group one. Individuals in this
group were tested at different time intervals after completing the program.
Group five is comprised of youths who never participated in the JESI
program; they applied and took the TSCS, but never attended classes.
Taken alone, this group gives a measure of the general level of self-
concept of dropout students in the Springfield area. This group's scores,
along with the other pre test scores, will be used in measuring the
relationship between certain variables and self-concept.
Group six consists of subjects who did not take a pre test, but
participated in the program for over two months and took a post test.
Their scores should be comparable to those of group three and will control
for the pre test experience.
Group seven is comprised of the "stayins" in Springfield Technical
High School, which most of the dropouts formerly attended. This group
was tested in late May by one of the JESI teachers. The students in
this
group were all in the precollegiate program in the high school. When
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compared to group six, this group gives a measure of the differences
between stayins and dropouts.
The general design of the study allows an analysis of all pre test
scores as they relate to the variables of sex, race, age, family size,
birth order, mobility (length of residence), and father's occupation.
The scores included in this analysis consists of the pre test scores for
groups one, two, three and five. Post test scores were not included
since even partial participation in the program affects individual self-
concept scores
.
MATERIALS
Two self-report instruments of self-concept were used in this study.
The major instrument used was the Tennessee Self-Concept Scale (TSCS)
,
which was administered on a pre and post test basis. The second instrument
was the Coopersmith Self-Esteem Inventory (SEI) which was used on a small
sample of students who had previously taken the TSCS. The purpose was
to obtain some measure of the validity of the TSCS by using this other
popular instrument.
The Tennessee Self-Concept Scale
Dr. William H. Fitts first began developing this scale with the
Tenneess Department of Mental Health in 1955. The original purpose was
to develop a research instrument that might contribute to the difficult
criterion problem in mental health research. The nature and purpose of
the scale is described in the Manual published by Counselor Recordings
and Tests (1965). Briefly, the scale consists of 100 self descriptive
statements which the subject used to portray his own picture of himself.
It is available in a Counseling Form, which was the form used in
this
study, and a Clinical and Research Form (see Appendix B) . The
difference
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in the forms centers on the scoring and profiling system.
In Buros's The Seventh Mental Measurements Yearbook, vol. 1 (1972)
Richard M. Suinn, one of the reviewers of this test states, "the TSCS ranks
among the better measures combining group discrimination with self-concept
information. The empirical scales are useful as a means of screening clients
for pathology, while some of the other scales seem to add some intuitive
data about self perceptions. A multitude of research has been stimulated
by the instrument, and it is hoped that a future manual will summarize the
more important results related to interpretation and validation. . In all,
the TSCS offers great potential as a promising clinical instrument."
The Scale was standardized on a broad sample of 626 subjects. The
sample included individuals from various parts of the country with an
age range from 12 to 68 years. There were approximately equal numbers of
both sexes, both black and white subjects, representing all social, economic
and intellectual levels and educational levels from 6th grade through the
PhD degree. Subjects were obtained from high school and college classes,
employers at state institutions and various other sources. The norms estab-
lished for this test are over represented in number of college students,
white subjects, and persons in the 12 to 30 year age bracket (Fitts 1965,
p. 13).
For purposes of this study the scores of interest are the total
positive score and the self-criticism score. The total positive score
is the single most important score in the test. It supposedly reflects
the total level of self-concept. Persons with high scores tend to like
themselves, feel that they are persons of value and worth, have confidence
in themselves, and act accordingly. People with low scores are doubtful
about their own worth, see themselves as undesirable, feel anxious,
depressed,
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and unhappy, and have little faith or confidence in themselves (Fitts
1965, p. 2)
The norm value obtained for total positive score in the sample of
626 subjects was 345.57 with a standard deviation of 30.70. Reliability
data based on test-retest with 60 college students over a two week period
was .92.
The other important score on this test is the Self-Criticism Score.
This score is made up of 10 items all mildly derogatory statements that
most people admit as being true for them. Individuals who deny most of
these statements most often are being defensive and making a deliberate
effort to present a favorable picture of themselves. High scores generally
indicate healthy openness and capacity for self-criticism. Extremely
high scores, 48.5 to 50 (maximum) indicates that the individual may be
lacking in defenses and may in fact be pathologically undefended. Low
scores indicate defensiveness and suggests that the positive scores are
probably artificially elevated by this defensiveness (Fitts 1965, p. 2)
The norm score for this particular test was 35.54 with a standard deviation
of 6.7 and reliability was .75.
Besides total positive score and self-criticism scores the scale
purports to measure identity, self satisfaction, behavior, physical
self, moral-ethical self, personal self, family self, social self. For
purposes of this study, these internal constructs were not used, although
the data is readily avilable for future use.
Validity for the instrument was done by comparing it with other
measures like the Minnesota Multiphasic Personality Inventory (MMPI)
,
Edwards Personal Preference Schedule, Taylor Anxiety, California F-Scale,
and other personality instruments. Correlations for the total positive
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score with all these instruments were high. In addition, the test was
used to discriminate between a known group of psychiatric patients and
the normal nonpatients. This demonstrated highly significant differences
(mostly at the .001 level) in all scores between the two groups. In this
study, the Coopersmith SEI was administered to a small sample of students
who had taken the TSCS. A rank order correlation was done using the
Spearmen's rank order correlation coefficient (r g=.87) and the Kendall
Tau coefficient (t=.88); both were significant at the .01 level.
Finally, the TSCS has been used in a large number of studies (see
Review of the Literature chapter) . The reasons for this is that it is
relatively easy to administer, the scoring is simple and directly con-
verted into the various dimensions, and, as indicated above, it has been
extensively validated. The one major drawback is that some of the questions
asked are not relevant to the target population, i.e. high school dropouts.
Questions on religion seemed most offensive to this population. In some
cases the question was not answered by subjects. Another drawback to the
instrument is that it is relatively long and for some of the subjects it
became quite strenuous to complete the entire test. But even with these
two drawbacks, the instrument was deemed sufficient for purposes of this
study
.
Coopersmith Self-Esteem Inventory (SEI)
There are two forms of the SEI (see Appendix B) . One contains fifty-
eight items and a total of five subscales. The shorter form contains
twenty-five items and no subscales. Form A (the longer form) was used in
this study. None of the subscales were used.
Besides the fifty items comprising the total score, there are eight
items on the Lie Scale that are not used in calculating the total
score.
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Responses indicating high self-esteem and low lie indicate defensive
reactions on the part of the subject.
Scoring for this scale is simple. An answer sheet is provided which
indicates the answers that are most commonly given by those who have taken
the test. Although no validity or reliability is given, the Scale has
been used in conjunction with other observations of self-concept and
found to be valid.
The age range for the test runs from nine years to adult level. It
has been used on males and females, with no significant difference found
between them. Mean scores on the test have been in the vicinity of 70-80
with a standard deviation of 11-13. Since the scores are generally
skewed toward high esteem, Coopersmith employs positions in the group
as measures of index of relative self-appraisal. Thus upper quartile
scores are indicative of high self-appraisal or esteem; lower quartile
are indicative of low esteem, and the interquartile range is interpreted
as indicative of medium esteem.
For purposes of this study the SEI was not used extensively, but for
our limited use it proved to be an easy instrument to administer and score,
and the questions seemed most appropriate for our target population.
SUBJECTS USED IN THE STUDY
The subjects were all high school dropouts who voluntarily came to
Project JESI to obtain a GED and to find a job. They generally dropped
out of school in the tenth grade, came from lower income, blue collar
homes, and lived most of their lives in the Springfield area. They
ranged in age from sixteen to twenty-five years. Chapter IV gives a more
complete profile of the subjects.
A smaller sample of scayin high school students were administered the
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TSCS for purposes of comparison. These subjects were all enrolled in
the precollegiate program at Springfield Technical High School.
ANALYSIS OF DATA
The analysis will be reported in four sections, each dealing with
a different aspect of the study. Section A will include an analysis of
the experimental design. An analysis of variance for groups 1, 2, and 3
will be done followed by an analysis of post test mean scores for all of
the groups. The final analysis in this section will be a comparison of
the pre test and post test scores with that of the stayins (Group 7).
Section B will compare the changes in mean scores for groups 1, 2,
and 3 from pre test to post test. This will involve an analysis of co-
variance of the mean scores to see if there is a significant difference.
Section C will compare the variables of sex, race, sex and race, age,
marital status, family size, birth order, time at address, and father's
occupation on the self-concept of dropouts. The mean scores are reported
and a simple t-test was used to compare the scores that seemed most
divergent
.
Section D gives the results of the tests for validity and reliability
that were done in this study.
LIMITATIONS OF THE STUDY
The major drawback of this study was the relatively small sample size
in each group. It would have been more desirable to have at least twenty
in each group, but due to the limitations of the program size itself (only
thirty-five students can be enrolled at any one time), the population from
which this study could draw its samples was small. Even with this small
sample, however, some significant differences did emerge.
Another limitation of this study was the inability to strictly control
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the various aspects of the experimental design. Testing was done when-
ever it was possible to do so rather than at specific intervals. The
test conditions also varied. Some of the tests were given in small groups
some were administered individually. Almost all of the tests were taken
at the program site, but a few were completed at the individual student's
home. This was unavoidable since some students whose test score was
needed in a certain category simply did not appear at the program site for
testing, thus making home testing necessary.
Another limitation of the study was the lack of a group which failed
the GED. This group would have given further information on the actual
effect of the GED test on the self-concept of the student. This lack
of subjects in this group is actually a positive comment on the JESI
program. Very few students actually failed the GED exam. Every effort
was made by the staff to send to the exam students who were properly
prepared, thus avoiding a failure experience for the individual students.
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CHAPTER IV
PRESENTATION AND ANALYSIS OF DATA
The relationship between educational achievement, defined as the
passing of a high school equivalency test, and the self-concept of the
dropout student was investigated in this study. The effect of other
variables, such as sex, age, race, etc., as described previously, were
measured also. Only the significant comparisons are reported, although
comparisons were made with all the variables.
RESULTS OF EXPERIMENTAL DESIGN: SECTION A
The tables in this section summarize the results of the modified
Solomon Four Group Design. Table 2 summarizes all of the group data:
Table 2: Summary of Pre and Post Test Mean Scores for Self-
Concept and Self-Criticism and Standard Deviations (SD)
Group Self-•Criticism Pre Test Post Test Number
Mean SD Mean SD Mean SD
1 40.8 4.6 303 52 327.5 41.5 11
2 37 7.9 318.5 33.9 314.3 42.73 12
3 35.3 4.2 313.5 21.03 311.2 24.14 11
4 35.1 6.9 317.4 40.9 11
5 35.3 6.8 315.9 34.19 48
6 33.3 4.5 328.1 42.57 9
7 38.5 3.8 334.2 28.76 17
The first step in processing the above results was to do .an analysis
of variance iDn the mean post test scores for groups 1 2 3 49 ^ 9 9 ^ , and 6
.
Groups 5 and 7 were omitted since they both represent sub j ects
who never
participated in the JESI program (see page 56). Table 3
summarizes the
analysis of variance that was done (details of calculation can
be seen
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in the Appendix) . The analysis of variance test allows an analysis of
within-group differences and between-group differences. If the differences
are significant, the F value will be high.
Table 3: Analysis of Variance
Scores for Groups 1
,
Summary Table Comparing
2, 3, 4, and 6 (Details
Post Test Mean
in Appendix C)
Source SS df MS F
Treatments 2,518 4 629.5 .368
Error 83,915 49 1712.5
Total 86,433 53
Since the obtained F value is less than 1.0 there is no significant
difference between the post test mean scores. Because no differences
emerged in post test scores, no further analysis was done. It is therefore
apparent that the analysis of variance test is an inappropriate test for
this data. The test fails to take into account the different starting
levels of the groups, thus leaving undetected any differences which might
emerge. A more appropriate test is the analysis of covariance test,
which is described in Section B.
Group 7 was compared to groups 1 through 6 since it represents a
sample from a different population, high school stayins. A comparison was
made using a simple t-test comparing the post test mean scores:
Table 4: Comparison of Group 7 Post Test Mean Scores with Those of
Groups 1 Through 6
Group
.467 1.404
2.281*
* 1.186 2.142* ,386
*signif icant at the 5% level
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Groups 3 and 5, it should be noted, consist of subjects who have had
minimal or no participation in the program.
Another important comparison is that of all the pre test scores
and the post test scores of those who have passed the GED exam. The
pre test scores for all of the groups 1, 2, and 3, and the group 5
scores were used. These represent tests taken upon entry into the pro-
gram, before any participation or involvement had occurred. Also, a
comparison of both of these with group 7 was done to see if there would
be any differences between pre and post test scores. A t-test was used.
Table 5: Comparisons of Scores upon Entry into the Program and
After Passing the GED; Also Comparison with the High School
Stayin Group
Group Mean SD Number
Pre test 315 35.5 82
Passed (Post test) 322.4 40.0 22
H.S. Stayins 334.2 28.76 17
Groups Compared t
Pre test vs. Post test .776
Stayins vs. Pre test 2.409*
Stayins vs. Post test 1.057
*significant at 5% level
67
RESULTS OF ANALYSIS OF COVARIANCE: SECTION B
An analysis of variance comparing the post test mean scores showed
no significant difference. One difficulty was that the groups started
at different points. To take this into consideration, an analysis of
covariance was done. This was done by setting the pre test scores for
groups 1, 2, 3 as the covariant means and the post test scores of the
three groups as the criterion means. As Winer (1962) states, "Measure-
ments on the covariates are made for the purpose of adjusting the
measurements on the variables." (p. 587). Since the primary concern
of this study was in determining the differential effects of participation
or nonparticipation in the program on the self-concept of the dropout,
this appeared to be a better statistical measure. Table 6 summarizes
this analysis:
Table 6: Analysis of Covariance Comparing Groups 1, 2, 3 (Details
in Appendix D)
Source SS df MS F
Treatment 3,498 2 1749 2 . 622 *
Error 19,354 29 667
Total 22,852 31
^significant at . 1 level
,
F
>9Q (2,29 df)
= 2.50
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RELATIONSHIPS BETWEEN SELECTED VARIABLES AND SELF-CONCEPT OF DROPOUTS:
SECTION C
For the comparisons that follow, only the scores that were obtained
when the students entered the program were used in the analysis. Since
group 5 scores represented the only taking of the test that this group
did, these scores were considered pre test scores for this analysis, and
were combined with the pre test scores for groups 1, 2, and 3. This
combination gave approximately eighty to eight-four scores that could be
used in this analysis. The actual number of scores varies for the differ-
ent variables, since some of the information given by the students was
incomplete. For each of the variables that was analyzed, the mean scores
were tabulated in each category. Then simple t-tests were done to see if
there were any significant differences between the mean scores. Only the
significant differences found are reported. The self-criticism scores
are also reported although no significant differences emerged. Self-
criticism scores are indicators of defensiveness, and a low self-criticism
score with a high total positive score would make this data suspect;
Table 7: Relationship of Sex and Self-Concept
Group Mean SD Number Self-Criticism
Score
DS
Male 317.1 34.38 51 35.51 6.9
Female 314.2 38.27 29 37.2 4.6
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Table 8: Relationship of Race and Self-Concept
Group Mean SD Number Self-Criticism
Score
SD
White* 309 40.31 41 37.4 5.5
Black* 326.2 28.94 27 34.5 6.4
Spanish 319.5 27.3 11 36 6.9
*t-test value = 2.046; significant at the 5% level for 70 df (t=l 994)
Table 9: Relationship of Race-Sex and Self Concept
Group Mean SD Number Self-Criticism SD
Score
Male White 309.8 39.89 26 37.52 6.3
Female White 307.6 41.00 15 37. 19 3.9
Male Black 328.3 21.65 16 33.06 6.5
Female Blac k 323.2 36.85 11 36.64 5.6
Male Spanis h 321.3 30.26 8 34.75 7.5
Female Spanish 314.7 16.13 3 39.33 3.3
There were no significant differences although the trends are of interest
Table 10: Relationship of Age and Self-Concept
Group Mean SD Number Self-Criticism SD
Score
16-17* 307.4 29.1 37 36.62 6.4
18-19* 327.1 31.48 30 35.6 6.0
20-21 305.9 54.82 7 39.0 5.8
22-over 328.6 37.3 7 32.86 4.3
*16-17 vs. 18-19 was significant at the 5% level (t-2.634)
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Table 11: Relationship of Birth Order and Self-Concept
Group Mean SD Number Self-Criticism
Score
SD
First Born 325.5 54.86 10 34.9 7.02
Middle Born 316.9 27.32 25 34.08 5.82
Last Born 311.1 40.74 14 38.79 4.77
No significant differences were found.
Marital Status and Self-Concept:
There were only three dropouts who were married in this sample. Their
average self-concept score was 306.33. No comparison was made because
the sample size was deemed too small.
Table 12: Relationship of Family Size and Self-Concept
Group Mean SD Number Self-Criticism
Score
SD
Small (2 or less) 316.8 57.7 12 36.83 6.23
Medium (3 to 4) 325.5* 19.51 24 34.92 6.82
Large (5 and over) 308.7* 35.37 28 36.32 6.02
^Medium vs . Large was significant at 5% level (t = 2.159)
Table 13: Relationship of Time at Address (Mobility) and Self-Concept
Group Mean SD Number Self-Criticism
Score
SD
Very Mobile (1 yr.
or less) 315.3** 34.72 26 36.35 5.65
Moderately Mobile
(2-4 years) 341.9* 24.69 8 33.13 7.79
Not Mobile (5+ yr.) 316.5* 38.66 32 36.53 6.10
^Moderate Mobile vs. Not Mobile significant at 5% level (t - 2.29)
**Moderate Mobile vs. Very Mobile significant at 5% level (t = 2.403)
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Table 14: Relationship of Father's Occupation and Self-Concept
Group Mean SD Number Self-Criticism
Score
SD
Blue collar 305.9 37.68 33 35.27 6.72
White collar 352.4* 10.94 5 34.6 5.12
Mother works 319.7 35.47 10 37.7 5.78
Welfare 319.3 26.26 11 36.18 5.54
*White collar differed significantly with all other groups: White collar
vs. Blue collar (t = 5.683); White collar vs. Mother works (t = 2.67);
White collar vs. Welfare (t = 3.556). All are significant at the 5%
level; further, the Blue collar and Welfare comparisons are significant
at the 1% level.
Table 15: Relationship of Family Living Situation and Self-Concept
Group Mean SD Number Self-Criticism
Score
SD
Natural parents 318.7 37.33 33 35.82 5.76
Mother only 323.2* 28.51 18 37.78 6.99
Stepparent and
natural parent 310.6 47.1 5 33.6 5.46
On own 316.9 24.68 14 34.64 6.53
Foster home 296.7* 26.2 7 36.71 3.84
*Mother only vs
.
Foster home was significant at 5% level (t = 2. 214)
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RESULTS OF TESTS FOR RELIABILITY AND VALIDITY: SECTION D
RELIABILITY TEST RESULTS (Details in Appendix D)
Group 2 in the experimental design represents a test-retest group.
A correlation coefficient was calculated (McCall 1970, p. 117).
X = pre test scores for group 2
Y = post test scores for group 2
N i XY - (jX)(lY)
v/(N £ X2-( $_X)
2
) (N£Y 2-(£Y) 2 )
Sl X = 3822
X2 = 1,231,096
1Y = 3771
i_Y 2 = 1,206,947
itXY = 1,215,099
12(1,215,099) - (3822)(3771)
n/ (12(1,231 ,096) - (3822)2) (12(1, 206 ,947) - (3771)
^
168,426
200,000
= .84*
*significant at .001 level (r = .8233 at 10 df)
VALIDITY TEST RESULTS (Details in Appendix D)
The Coopersmith Self-Esteem Inventory (SEI) was administered to nine
dropouts who had previously taken the TSCS, thus allowing for rank order
correlations and correlation coefficient calculations to be made on the
data. The Spearman Rank Order Correlation (Hays 1963, p. 643-647) and
Kendall Tau Coefficient (Hays 1963, p. 647-651) were calculated as well
as correlation coefficient.
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Spearman Rank Order Correlation
r„ = 1 -
6 ( Di>
N (N 2 - 1)
=
1 ~ 6 06 )
9 (9 2 - 1)
= .87*
*significant at 1% level (r = .833 for 9 pairs)
Kendall Tau Coefficient (*^)
(number of times ranking agree about pair) - (number of
times ranking disagree)
Tau =
total number of pairs
0 - 2 (14 >
9
36 - 28
9
=
8
9
=
.
88*
*significant at the 1% level
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^(liie -Lataon Coef ficient (Details in Appendix D)
N = 9 X = scores on TSCS X = 2644
lx2 = 800, 1C8
Y = scores on = 500
Coopersmith
1_Y 2 = 33,088
i^XY = 156,834
r =
Nj, XY - ( j X)( j Y)
V (N iX2-( IX) 2 ) (N 1 Y 2-( ^.Y) 2
= 9 (156,834) - (2644) (500)
s/ (9(800,168) - (2644) 2 )(9(33,088) - (500) 2 )
= 89,506
100,000
= .895*
*significant at 1% level (r = .797 at 7 df)
The very high levels of significance indicate the reliability and
validity of the instruments used in the study. The results reported in
this chapter will be used in substantiating or refuting the six primary
hypotheses of this study.
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CHAPTER V
DISCUSSION OF RESULTS
The study examined six hypotheses relating self-concept to achievement
and other variables in high school dropouts enrolled in an educational
program. An experimental design, the modified Solomon Four Group Design,
was used to isolate the effect of passing the GED on the self-concept
level of the students. In addition, a separate analysis of variables such
as sex, race, and family background as they relate to self-concept was done.
The results presented in Chapter IV will be summarized here as they relate
to each of the hypotheses.
Hypothesis 1: A positive educational experience for high school
dropouts will have direct positive impact on the student's self-
concept level, as measured by the TSCS.
The results of the experimental design (Section A, Chapter IV) only
partially confirms this hypothesis. An anlysis of variance of post test
scores for groups 1, 2, 3, 4, and 6 show no significant differences.
However, when the initial self-concept scores, i.e. the pre test scores,
are used as a covariant to adjust for differences in starting points a
significant difference does occur. The analysis of covariance (Section
B, Chapter IV) that was done shows significant differences at the 10%
level of confidence. Thus the hypothesis that the passing of the G.E.D.
has a positive impact on the student's self-concept is confirmed by
this study, but not at an exceptionally high level of confidence.
Although absolute scores are not significantly different, the post
test mean scores show very clear trends. The scores for the groups
passing the GED, i.e. groups 1 and 4, are higher than the scores of the
groups that have not yet passed the GED, i.e. groups 2, 3, and 5, as
would be expected. Only group 6 post test mean score does not fit the
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expected trend. This group was tested after participating in the program
for over 2 months, but were not administered any pre test.
Hypothesis 2: Passing the GED will have a more positive impact on
the dropout s self-concept than participating in the program but
not yet taking the GED exam.
Our results do not confirm this hypothesis. When pre test scores
are compared to the post test scores no significant difference occurs.
When comparing the scores of the groups that partially participated in
the program with the groups that passed the GED (Groups 3 and 6 vs.
Groups 1 and 4), no significant differences were found.
Hypothesis 3: Black, white and Spanish-speaking dropout students
differ in their self-concept levels, with the blacks and Spanish-
speaking having a relatively higher self-concept than the white
dropout students.
Although there were no significant differences between race-sex
and self-concept levels, there was a significant difference between
whites and blacks as a group. The Spanish-speaking group was intermediate
between the other two racial groups. Thus the hypothesis is confirmed
for the black dropout students and the white dropout students, but not
for the Spanish-speaking students. However, both black and Spanish-
speaking mean scores were higher than that for the whites (326.5 and
319.5 vs. 309) .
These results are not unexpected. A number of researchers (Soares
and Soares 1969, Powell 1973, and others) have found that blacks do
score higher than whites on self-concept tests. In this study the white
population was predominately from the lower socioeconomic class. When
the self-concept level of more middle class dropout student, i.e.
those whose fathers had white collar jobs, is examined then a different
picture developed. These students had a very high self-concept score
(352.4) and although the number was small (five), it would seem to
indicate
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that some class differences do exist.
Hypothesis 4. Males have a significantly higher reported self-
concept than females, and black males and females have a higher
self-concept than white males and females.
Neither part of this hypothesis was confirmed by this study
. Males
did not exceed females in reported self-concept, and black males and
females did not exceed white males and females by a significant margin,
although in both cases the mean scores did differ in the hypothesized
direction.
Hypothesis 5: Other factors such as rank order of birth, size of
family, chronological age, mobility of residence, father's occupation,
and family living situation will be correlated with self-concept,
with the higher scores belonging to individuals who were firstborn,
members of small families, older (had dropped out two, three, or
more years previously), had a stable residence, had father who was
white collar, and who lived with both natural parents.
Age and self-concept and birth order and self-concept show only
slight variability. Eighteen to nineteen-year-olds had a relatively
high self-concept score (327.1) as did those over twenty-two (328.6).
The sixteen to seventeen-year-olds had relatively low self-concept (307.4)
as did the twenty to twenty-one-year-olds (305.9). Only the sixteen-
seventeen group and the eighteen-nineteen group differed significantly.
Thus in terms of differences in self-concept according to age groupings,
there does seem to be some change occurring, but whether this change is
upward or downward is uncertain.
Birth order and self-concept show no significant differences although
firstborn children have a slightly higher mean self-concept score (325.5)
as compared to middle born (316.9) and last born (311.1) children. These
differences, however, are not at a level of significance.
Family size shows more variability, with students from medium-sized
families having the highesc mean scores (325.5), the students from large
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families having the lowest self-concept scores (308.7) and the students
from small families having moderate scores (316.8). The difference
between large families and medium-sized families is significant. Thus
large families, comprising five or more children, seem to be less con-
ducive to developing positive self-concept in their member children
than medium-sized families.
Mobility is related to self-concept, as showed by some significant
ferences • Those students whose families moved within the last two to
four years have a relatively high self-concept (341.9), while those who
came from families more mobile than that (315.3) or from families that
showed very little mobility (316.9) were lower in self-concept score.
The differences were significant at the 5% level. Since mobility is
related to social class, this finding is not surprising. Very mobile
families tend to come from the lower classes, while very stable families
in this study were primarily blue collar working families in the lower
middle class. Moderate mobility is characteristic of middle class
families
.
A comparison of father's occupation and self-concept further sub-
stantiates the position that students from middle class families tend to
have a higher mean self-concept score than those in the lower classes.
Although the sample of white collar families was small (n = 5), the t-test
indicates that self-concept scores of children from these families (352.4)
do differ significantly from homes where mother supports (319.7), at
5% level ; from blue collar homes (305.9) , at l/» level; and from welfare
homes (319.3), at 1% level. These results show clearly that the source
of family income is related to the children's self-concept scores, and
"father supporting" is typical of middle class homes.
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Living with one s natural parents or natural mother also relates
to a relatively high self-concept score, it seems, and living with
one step parent and one natural parent or living in a foster home is
related to a lower self-concept. However, only the "foster home"
situation vs. the "mother only" situation was significantly different.
In summary, the hypothesis that middle class students tend to have
higher self-concept scores than lower class families is fairly well
established: a high score is associated with being first born, approximately
eithteen to nineteen or over twenty-two years of age, coming from a
medium sized family, with moderate mobility, having a father in a white
collar position, and living with one's natural mother.
Hypothese 6: Self-concept scores of normal stayins will be signifi-
cantly higher than those of dropouts, but the dropouts who pass the
GED will experience an improvement in self-concept score.
Both parts of this hypothesis were confirmed. The t-test comparisons
show that scores of the stayins were indeed different from those of the
dropouts (before the dropouts had experienced passing the GED); interestingly
this difference disappears after passing the GED. In other words, the
difference between the mean scores of the stayins and the post test group
mean scores is no longer significant. It cannot be concluded from this
that passing the GED makes the former dropout equivalent to the stayin in
their respective self-concept levels, but this result gives some support
to the fact that a positive educational experience does have a positive
impact on the self-concept of dropouts.
80
CHAPTER VI
CONCLUSIONS
In the introductory chapter two general hypotheses concerning self-
concept in adolescents were stated: first, self-concept is a develop-
mental construct and thus is constantly changing; second, self-concept
is a socially induced process and thus is influenced by socially approved
or disapproved acts. The study described here did not specifically test
either of these hypotheses, but the results of the study did shed some
light on them as they apply to high school dropouts.
The results of this study support the first general hypothesis that
self-concept is a developmental construct by showing that it does in fact
change in specific students over time. Group one, for example, went from
a mean pretest score of 303 to a mean post test score of 327.5, a mean
change of 24.5. The smaller change in pre and post test scores for groups
two and three will be discussed later. Another indication that self-concept
scores change over time is seen in the results of our analysis of age
groupings and self-concept scores. Although the general direction of the
change is uncertain, it is clear that at least some of the age groups do
differ significantly in their self-concept levels. These findings, then,
support the findings of Cicirelli et al. (1971), Long, Ziller, and Hender-
son (1968), and Jersild (1964), who also found that the self-concept level
of adolescents changes over time.
The second general hypothesis is also supported by this study. Those
students who successfully passed the GED, and thus achieved a positive
educational experience, increased in self-concept level, while those who
did not pass or only participated minimally in the program did not change
in self-concept levels over the same span of time. Control for external
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factors that might have caused this increase in group one was done by
taking another similar group of dropouts and showing that their scores
did not change over a similar period of time. The assumption here is
that the two groups had about the same kinds of experiences outside of the
program and that the group that passed the GED was not extremely different
from the control group.
In conclusion, the study demonstrated that a positive educational
achievement can have an impact on the self-concept level of the individual
dropout student. The study does not suggest that there is a causal
relationship between self-concept and achievement, but rather that when
students have a positive educational achievement experience their view
of themselves changes with this experience. Presumably, then, this
increased self-concept will help them better meet the challenges they
will encounter in their daily interactions. In terms of rejecting or
verifying different theoretical positions relating to self-concept, the
data indicate that external socially approved experiences have an impact
on self-concept, thus supporting the consistency theory of self-concept
development. The data is insufficient, however, to reject either the
conflict or fulfillment theories of self-concept. Much more study will
have to be done to either support or reject these different theoretical
positions
.
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SIGNIFICANCE OF THE STUDY
Perhaps the most significant outcome of this study is that for
high school dropouts, levels of self-concept can be affected by a
positive educational experience, that is, passing the GED. Although
the level of significance between the non-passing group and the passing
group was not at a high level of confidence, there is enough evidence to
indicate that a positive change in self-concept does occur. There are
several implications of this finding for educators and those who work
with this target population.
Educators must be sensitive to the total impact of the educational
program on students. Only in recent years have educators begun to
recognize and deal with the noncognitive aspects of the educational
experience. In dealing with potential dropout students, very little
attention is paid to experience of failure in our educational system
on his concept of himself. If the educational system is merely to
serve as a credentializing agency, filtering out the so-called undesirable
students then the present system is fulfilling its function. If, on
the other hand, the purpose of the educational system is to develop in
young people a positive image of themselves so that they can interact
in a more positive manner with their total environment, then more
attention should be paid to how experiences of failure within the system
affect the students' self-concept.
Social workers and governmental agencies whose responsibility it is
to develop programs with this target population pay only lip service to
the development of self-concept in the planning and implementing of their
programs. Most of them fail to understand that the dropout student
responds to a positive experience just as other people respond to positive
33
experiences. Programs such as Project JESI which provide this opportunity
for positive feedback and socially approved behavior have shown that they
impact directly on the dropout’s self-concept. And yet these are the
same programs that have difficulty in obtaining funds and other support
from both private and public sectors.
As Project JESI has shown, high school dropouts who have had only
experiences of failure in our educational system will respond and work
towards positive educational achievement under the appropriate conditions.
And when they achieve this goal, it is almost immediately reflected in
their self-concept.
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SUGGESTIONS FOR FURTHER RESEARCH
There are several areas for further research that suggested themselves
as a result of this study. One of the areas that directly relates to this
study would be a followup, and further statistical analysis, of the different
groups involved in the experimental design. Of particular interest would
be a determination of the long range impact of passing the GED on the lives
of these former dropouts. An interesting comparison could be made of how
they adjust on their jobs, their general level of self-concept, and their
future plans with a group of high school dropouts who failed or never took
the GED.
On a more general level of interest, there are few longitudinal
studies of self-concept. Most of the developmental studies deal with
cross-sectional data; thus exact changes over time in specific individuals
is not really known. A study of this sort would contribute much to the
understanding of the development of this construct.
The relationship between class distinctions and self-concept level
needs to be explored further. The findings in this area are confusing
and contradictory. The entire question of class distinctions in our
social system needs to be further explored; their effect on self-concept
is one of the more defined areas that need further study.
Another area for exploration is self-concept and it relationship to
the world of work. If the educational system has an impact on the self-
concept of students, then certainly the world of work must have the
same kind of impact. Very few studies have been done in this area.
Perhaps some of the indifference of today’s factory workers is related to
the impact of the job situation on their self-concept. If this relation-
ship were true, what in tne job situation can be changed to bring about
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a more positive development of self-concept?
Finally
,
a more systematic and coordinated research program is sorely
needed in this area. There is no one theoretical position which binds
together the empirical research that is being done. This shortcoming
is a serious one and should be addressed by all workers in this field.
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Table 1. Summary Table of Empirical Studies Relating to Self-Concept.
METHODOLOGICAL STUDIES
Author /s Date Instrument/s Population Results
Combs, Courson
& Soper 1963
Self-Report Test
Clinical obsv.
6th graders Neg. relations betw.
self-report & clinical
observations
.
Coopersmith 1967 Coopersmith SEI
Clinical obsv.
Projective tests
10-12 yrs Positive relations
betw. clinical obsv.
& self-report.
Crowne &
Stephens
1961 Criticize use of
instruments
.
Greenberg 1970 Semantic Diff.
Scale, Self-
Appraisal Scale
5th graders Instrument used determ,
how it is answered.
Soares &
Soares
1970 Soares & Soares
Self-Esteem
Scale
4th-8th
grades
Answers criticisms of
their test results.
SELF-CONCEPT OF ADOLESCENT YOUTH
Stability vs. Instability of Self-Concept Studies:
Carlson 1965 Role Construct
Repertory Test
6th graders
high school
seniors
Stable
Engel 1959 Q-Sort Test
Intelligence
Test, MMPI
8th - 10th
graders
Stable
Monge 1973 Semantic Diff-
erential
6th - 12th
grades
Stable
Cicirelli 1971 Semi-projective
test for self-
concept, Teacher
rating test
1st - 3rd
graders
General rise
Long, Ziller
& Henderson
1968 Children's Self-
Social Test
6th- 12th
grades
General rise.
Jersild 1964 Osgood Semantic
Differential
,
Coopersmith SEI
3rd - 11th
grades
General decrease
Social Class and Self--Concept Studies:
Coopersmith 1967 Coopersmith SEI high school
Weak relationship
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Author /s Date Instrument/s Population Results
Social Class and Self
-Concept Studies (continued)
:
Higgins 1971 Coopersmith SEI high school
Hollingshead Social
Position Index
No relationship.
Rosenberg 1965 Guttman 10 Item high school Weak relationship.
Scale j r . high school
Other Personality Variables and Self-ConceDt Studies
Graf 1971 California College
Personality
Inventory
Low self-concept
indiv. is more dis-
honest.
Bowes 1970 Duncan's Person-6th graders
ality Integration,
Reputation Test,
Calif. Test of
Mental Measurement,
Achievem test.
High self-concept is
high creativity and
intelligence
.
Jones &
Strowig
1968 Self Expectations 12th graders Scholastic achieve-
Inventory, Self- ment and self-concept
Concept of Ability, are related.
Achievement tests
Gabel 1971 TSCS, Michigan high school
Self-Concept of seniors
Ability
High correlation betw.
achievement and self-
concept .
Gruendel 1971 Coopersmith SEI high school Little change in
performance when give
+ or - feedback on
the self-concept.
SELF-CONCEPT AND ITS RELATIONSHIP TO OTHER PSYCHOLOGICAL
AND ENVIRONMENTAL VARIABLES
Antecedent Variables and Self-Concept Development:
Coopersmith 1967 Coopersmith SEI high school Parents warmth and
concern influence
high self-concept dev.
Dietzel &
Abeles
1971 TSCS, TAT college Self-conceptand ego
control operations.
Sears 1970 Sears Self- 6th
graders
Concept Inventory
Sel f-Criticism,
.
Ideas of Preference
Scale
High self-concept arise
with high parental
warmth
.
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Author/s Date Instrument/s Population Results
Intervening Variables and Self-Concept Development:
Miller 1971 Coopersmith SEI 8th graders
Parent Response
Inventory
Verbalization by
parents related to
self-concept level of
child
.
Conway 1971 Michigan State Parents and
Perception of high school
Children's Self-
Concept Scale,
Michigan State
Self-Concept of
Ability Scale
Parents influence
self-concept of
children and achieve-
ment
.
Perkins 1958 Q-Sort Teachers &
students
Teacher influence
childrens self-concept.
Anderson 1971 Q-Sort Teacher &
Teacher Expectancy students
Test.
Teacher's influence
student's self-concept
Bown & Richek 1969 Bown Self-ReportTeacher
Inventory, Mayers-
Briggs Type Indica-
tor
Extroversion related
to = perception of
children.
Kleinf ield 1972 Academic Self-Con-high school
cept, Perceived
Parents & Tchr
Eval. of Acad.
Ability
Teachers influence self
concept of academic
ability
.
Davidson & 1960 Children's Percept- 4th, 5th Tcher perceptions rel.
Lang
Matthews
ion of Teachers 6th graders to achievement.
1971 Student Self
Inventory Scale,
Student Attitude
Scale, Acad. Achieve-
ment
10th gradersBlack Studies
weakly affects
self-concept
.
Anderson 1972 Piers-Harris Child- elem.
ren Self-Concept
Scale, ABC Readiness
Test
Black studies influence
self-concept and
achievement
.
Ability Grouping and Self-Concept
Mann 1960
Dyson 1967
Questions-Why
Are They in
Group?
Acceptance of
Self
5th gradersMore negative self-
concept responses in
lower tract ability
grouping.
7th graders Not affect self-concept,
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Author/s Date Instrument /s Population Results
SELF-CONCEPT AND RACE
Kardiner &
Ovesey
1951 Psychoanalytic
Interviews
Black adults Blacks have low
self-concept
Deutsch 1967 Personality
Tests
9th-12 years
blk and white
Blacks have low
self-image.
Lefebvre 1971 TSCS 7th - 8th
graders
Blacks have low
self-concept
.
Long &
Henderson
1968 Childrens
Self-Social
Construct
Tests
1st graders
black males &
females
Black have low
self-concept
Rosenberg 1965 Interview &
Guttman 10-
item Scale
high school Black have low
self-image but
weak relationship
exists
.
Cicirelli 1971 Semiproj ective
tests for self-
concept
Preschoolers Low self-concept.
Clark 1971 Semantic Diff.
and some Apti-
tude tests
6th graders No signif. diff.
Soares &
Soares
1969 Soares & Soares
Instrument
4th - 8th
graders
Blacks have high
self-concept
.
Carpenter &
Busse
1969 Engel & Raine-
Where Are You
Game
1st - 5th
graders
Weak positive score
for blacks.
Powell 1973 TSCS high school Blacks have high
self-concept
Powers 1971 Soares & Soares high school Blacks have high
self-concept
Olson 1970 Self-Concept of
Ability
college Blacks have high
self-concept
Trowbridge 1970 Coopersmith SEI 2nd - 6th Blacks have high
self-concept
Richmond &
White
1971 Coopersmith SEI
Semantic Diff.
elementary No difference.
Clark & Clark 1939 Doll study elementary Racial pref. due to
segregation.
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Author/
s
Date Instrument/s Population Results
SELF-CONCEPT AND RACE (continued)
Caplan 1969 Goldberg Self-
Report Instru.
elementary Defacto segregated
blacks have lower
self-concept than
desegregated.
Frerichs 1971 Rosenberg Self-
Esteem Scale &
I
• Q •
6th graders Education influences
self-concept among
blacks
.
Franco 1971 Calif. Test of
Personality
elementary Self-concept improved
by educational program
for black students.
SELF-CONCEPT AND SEX ROLE
Connell &
Johnson
1970 Coopersmith SEI early adol. Some differences betw.
sexes
.
Long, Ziller
& Henderson
1968 Self-Social
Symbols Task
6th - 12th
grades
Males more stable.
Gabel 1971 TSCS high school Females higher.
Carlson 1965 Role Construct
Repertory Test
6th - 12th
grades
No differences.
Soares &
Soares
1969 Soares & Soares Adol.
Self-Concept Test
No differences.
Carpenter &
Busse
1969 Engel & Raine
Test
1st - 5th
grades
Females have lower
self-concept
.
SELF-CONCEPT AND ACHIEVEMENT
College Students and Self-Concept Studies:
Jones &
Grienecks
1970 Self-Expectancy college sph.
Inventory, Self-
Concept of Ability
Degree of Identity,
SAT
Positive relationship
.
Keefer 1971 Bill's Index of college
Adjustment and
Value, Self-Reports
Academic Success
Positive relationships
Mukherj ee &
Sinj a
1970 Sentence Completion college
Test
Positive relationships
Centi 1965 Self-Report Test
freshman Positive relationships
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Author/ s Date Instrument/s Population Results
College Students and Self-Concept Studies (continued)
:
Borislaw 1962 Fiedler's Self- Freshman No difference betw.
Report Scale, achievers and nonachievers.
Students Beh.
Description,
SAT, GPA
Badgett, et al 1971 Self-Report Scale Freshman Self-concept varies with
achievement
.
Primary and Secondary Level Students and Self-Concept Studies
:
Brookover 1964 Brookover Self- 7th graders
Concept of Ability
Positive relationship
Conway 1971 Brookover Self- high school
Concept of Ability parents
Positive relationship
.
Koughnett &
Smith
1969 Self-Concept Test high school Negative relationship.
Cap lan 1969 Goldberg Self- elementary
Report Test,
Lowar Basic Skills
Test
Positive relationship
.
Kubiniec 1970 Semantic Diff. high school
GPA
Positive relationship
Lewis 1971 Word Reading 2nd and 3rd
Modified Piers-
Harris Scale
Positive relationship.
Morse 1963 Self-Concept elementary
Test, GPA, IQ
Positive relationship.
Nails 1971 State Assess- high school
ment Test
Positive relationship
.
Wattenberg 1964 Interview & kindergarten
Picture drawing
Positive relationship
.
Bakan 1971 Self-Concept
2nd grades
GPA
Positive relationship
.
Goodman 1971 Survey
elementary Positive relationship
Durr &
Schmatz
1964 Calif. Test of elementary
Personality
,
Mental Health
Positive relationship
Analysis
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Author/
s
Date Instrument/ s Population Results
Primary and Secondary Level Students and Self-Concept Studies (continued) :
Wasser 1971 Children's Social elementary
Desirability
Scale & Self
Description
Statement, GPA
No relationship.
Gibby &
Gibby
1967 Manipulated elementary
Self-concept by
telling exp. group
that they failed
Positive relationship.
Felker &
Stanwyck
1971 Self-concept Test 4th graders
and Academic Task
Positive relationship.
Hunt &
Hardt
1969 Self-concept
Test, GPA
high school No relationship.
Cicirelli 1971 Semipro j ective
Test
pre schoolers Weak relationship.
STUDIES OF SELF-CONCEPT IN HIGH SCHOOL DROPOUTS
Cervantes 1965 TAT, interviews high school Low self-esteem.
Burkett 1972 TSCS high school Low self-concept.
Phifer 1971 About Me Self-
Concept Report
6th graders Dropouts have higher
self-concept
.
Alexander 1971 TSCS adults Positive increase
after job training.
Schienle 1971 Semantic Diff. adults Positive increase
after job training.
Moore 1971 TSCS
Rotter's I-E
adult Negative results.
Hicks 1972 Self-Concept
Test
high school No differences emerged
after treatment.
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Studies Using Self Concept as an Experimental Variable:
Keisler & Baral 1970 Romantic behavior
Perez 1971 Performance on cognitive task
Rudestram, et al. 1971 Altruism
Hendrick 1970 Attitude similarity and attraction
Ludwig 1970 Perception of others.
Frankel and Barrett 1971 Personal space
Lewis 1971 Body image
Reschly and Mittman 1973 Self-reinforcement
.
Zemon 1969 Game theory
For more complete details see the text Chapter II - Review of the Literature.
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TDMII - Self-Concept Scale
Instruct ions : these statements are to help you describe yourself as you see
yourself. Please respond to them as if you were describing yourself to yourself.
Do not omit any item! head each statement carefully; then select one of^ the
following responses
;
and next record the number that represents that particular
answer in the blank space at the beginning of that statement.
Responses - Completely
true
Mostly
true
Partly true
and
partly false
Mostly
false
Completely
false
Number 5 4 3 2 1
Remember you are not trying to describe yourself as others see you, but only
as you see yourself.
_1. I have a healthy body.
4. 1 am full of aches and pains.
7. I am neither too fat nor too thin.
10. i don't feel as well as I should.
13. I take good care of myself physically.
16. I do poorly in sports and games.
19. I am a decent sort of person.
22. I am a moral failure.
25. I am satisfied with my moral behavior.
28. I wish 1 could be more trustworthy.
31. I am true to my religion in my everyday life.
34. I sometimes use unfair means to get ahead.
37. I am a cheerful person.
40. I am a hateful person.
43. I am satisfied to be just what I am.
46. I am not the person I would like to
be.
49. I can always take care of
myself in any situation.
52. I change my mind a lot.
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Responses -
Number
55.
58.
61.
64.
67.
70.
73.
76.
79.
82.
85.
88.
91.
92.
93
.
2.
5.
8.
11.
14.
17.
20.
23.
26.
Completely
true
Mostly
true
Partly true
and
partly false
Mostly
false
Completely
false
5 4 3 2 1
I have a family that would always help me in any kind of trouble.
I am not loved by my family.
I am satisfied with my family relationships.
I am too sensitive to things my family say.
I try to play fair with my friends and family.
I quarrel with my family.
I am a friendly person.
I am mad at the whole world.
I am as sociable as I want to be.
I should be more polite to others.
I try to understand the other fellow's point of view.
I do not feel at ease with other people.
I do not always tell the truth.
Once in a while I think of tilings too bad to talk about.
I get angry sometimes.
I like to look nice and neat all the time.
I consider myself a sloppy person.
I am neither too tall nor too short.
I would like to change some parts of my body.
I feel good most of the time.
I often act like I am "all thumbs."
I am a religious person.
I am a bad person.
I am as religious as I want to be.
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Responses -
Number
29.
32.
35.
38.
41.
44.
47.
50.
53.
56
.
59.
62.
65.
68.
71.
74.
77.
80.
83.
86.
89.
94.
95
.
96.
3.
Completely
true
Mostly
true
Partly true
and
partly false
Mostly
false
Completely
false
5 4 5 2 l
I ought to go to church more.
I do what is right most of the time.
I sometimes do very bad things.
I have a lot of self-control.
I am a nobody.
I am as smart as I want to be.
I despise myself.
I solve my problems quite easily.
I do things without thinking about them first.
I am an important person to my friends and family.
My friends have no confidence in me.
I treat my parents as well as I should.
I should trust my family more.
I do my share of work at home.
I give in to my parents.
I am popular with women.
I am not interested in what other people do.
I am satisfied with the way I treat other people.
I am no good at all fi"om a social standpoint.
I see good points in all the people I meet.
I do not forgive others easily.
Sometimes, when I am not feeling well, I am cross.
I do not like everyone I know.
I gossip a little at times.
I am an attractive person.
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Responses
Number
Completely
true
Mostly
true
Partly true
and
partly false
Mostly
false
Completely
false
5 4 3 2 1
_
6. I am a sick person.
_
9. I like my looks just the way they are.
12. I should have more sex appeal.
15. I try to be careful about my appearance.
18. I am a poor sleeper.
21. I am an honest person.
24. I am a morally weak person.
27. I am satisfied with my relationship to God.
30. I shouldn't tell so many lies.
33. I try to change when I know I'm doing things that are wrong.
36. I have trouble doing the things that are right.
39. I am a calm and easygoing person.
42. I am losing my mind.
45. I am just as nice as I should be.
48. I wish I didn't give up as easily as I do.
51. I take the blame for things without getting mad.
54. I try to run away from my problems.
57. I am a member of a happy family.
60. I feel that my family doesn't trust me.
63. I understand my family as well as I should.
66. I should love my family more.
69. I take a real interest in my family.
72. I do not act like my family thinks I should.
75. I am popular with men.
78. I am hard to be friendly with.
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Responses -
Number
Completely
true
Mostly
true
Partly true
and
Mostly
false
Completely
false
partly false
5 4 3 2 1
_81. I try to please others, but I don't overdo it.
__84. 1 ought to get along better with other people.
_87. I get along well with other people.
__90. I find it hard to talk with strangers.
_97. Once in a while, I laugh at a dirty joke.
_98. At times I feel like swearing.
_99. I would rather win than lose in a game.
100. Once in a while I put off until tomorrow what I ought to do today.
5chool of Education
University of Massachusetts
Name
Date
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J.E.S.I. PROJECT
Addition to the T.S.C.S.
Complete the following sentences:
A) Next year I will_
B) Five years from now I will be
C) Most of my friends (explain what they do)
D) What are the probabilities of your getting a G.E.D.? (Or a High School diploma?)
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Instructions for Scoring and Interpreting
the Self-Esteem Inventory (SEI)
COOPERSMITH
There are two forms of the Self-Esteem Inventory: The long form
contains 58 items and a total of five subscales, the short form con-
tains 25 items and no subscales. The long form provides a general
assessment of self-esteem which may be broken down into component
subscales depending on the goals and interest of the tester but which
may also be used without such differentiation. The short form is
briefer, does not permit further differentiation, and takes about
half the administration time of the long form. The total scores
of long and short forms correlate .85, a finding which has been
established to a markedly similar extent on four different samples.
This is not surprising since the short form was based on an item
analysis of the long form and includes those 25 items which showed
the highest item-total score relationships of scores obtained with
the long form. Validating information is presented in Coopersmith '
s
monograph, "The Antecedents of Self-Esteem" (Freeman, San Francisco,
1968).
Long Form: 58 items
There are five subscales which cycle in sequence the length of
the SEI. These subscales are:
General Self
Social Self-peers
Home - parents
Lie Scale
School-academic
Items 1, 2, 3, 8, 9, 10, 15, 16, 17, etc.
Items 4, 11, 18, 25, 32, 39, 46, 53
Items 5, 12, 19, 26, 33, 40, 47, 54
Items 6, 13, 20, 27, 34, 41, 48, 55
Items 7, 14, 21, 28, 35, 42, 49, 56
As noted above the subscales do not have to be scored separately wi th
the exception of the Lie Scale. The responses indicating high self-
esteem and low Lie, defensive reactions are noted on the enclosed
scored copies of the SEI.
The scores are reported as: /
I. Total number correct of all scales excluding Lie (a
maximum
of 5°).
II. A separate score total number of responses indicative
of
defensiveT Lie reaction (a maximum of 8).
For convenience sake the total SEI score is
multiplied by two
so that maximum score is 100.
Thus SEI score 50 X 2 = 100
Lie score 8 =8
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, •
event ^at separate subscales for a given purpose aredesired the responses are scored and noted separately in the same
manner as the Lie Scale.
Short Form:
e responses indicating high self-esteem are noted in the enclosed
scored copy of the form. The score is reported as a single score with
a maximum of 25, indicative of high self-esteem. The number of correct
responses is noted, then multiplied by four (25 X 4 = 100) providing
a figure which is comparable to the self-evaluation score obtained in
the long form (excluding the Lie)
Age Range:
The forms have been used without difficulty on a group basis with
populations ranging from 9 to adult level. Older groups are not
comfortable with the wording of these two forms. In samples with
children younger than 9 or where the educational experience has not
resulted in an average reading or conceptual level, rewording and/or
individual administration may be required.
Sex:
The two forms are used for both males and females. In most studies
there were no significant differences between the esteem level of males
and females tested.
Pis tribution :
In most samples the curve is skewed in the direction of high self-
esteem. The means have been in the vicinity of 70-80 and the standard
deviations approximately 11-13. More specific information is reported
by Coopersmith. Quite obviously there are no exact criteria of high,
medium and low self-esteem. This will vary with the sample, distribution,
theoretical considerations, etc. Employing position in the group
as an index of relative self-appraisal Coopersmith has employed the
upper quartile as indicative of high esteem; lower quartile as indicating
low esteem and the interquartile range as indicative of medium esteem.
Norms
:
SEI preadolescents (9-15) = 70.1 females
SEI young adults (16-23) = 76.0
72.2 males
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COOPERSMITH SHORT FORM SEI
Total score = // correct (xy if 100 desired)
. Total score correlates
.85 with total scores of long form. No subscales.
Name School
Class Date
Please mark each statement in the following way:
If the statement describes how you usually feel, put a check (y/)
in the column "LIKE ME".
If the statement does not describe how you usually feel, put a
check (V) in the column "UNLIKE ME".
There are no right or wrong answers.
,
LIKE ME
Example: I'm a hard worker.
UNLIKE ME
1. I often wish I were someone else.
2. I find it very hard to talk in front of
the class.
3. There are lots of things about myself
I'd change if I could.
4. I can make up my mind without too much
trouble
.
5. I'm a lot of fun to be with.
6. I get upset easily at home.
7. It takes me a long time to get used to
anything new.
8. I'm popular with kids my own age.
9. My parents usually consider my feelings.
10. I give in very easily.
11. Mv parents expect too much of me.
12. It's pretty tough to be me.
13. Things are all mixed up in my life.
14. Kids usually follow my ideas.
15. I have a low opinion of myself.
16. There are many times when I'd like to leave
home
.
17. T often feel upset in school.
is, T'm not as nice looking as most people.
19. If I have something to say, I usu. say it.
70. My parents understand me.
71 Most people are better liked than I am.
22 I usually feel as if my parents are pushing me.
9 3 T often get discouraged in school.
7/, Things usually don't bother me.
?5 f can't he depended on.
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COOPERSMITH LONG FORM
Items 6, 13, 20, 27, 34, 41, 48, and 55 are Lie Defensive Scale
(8 items). Maximum Total Score = 50.
Please mark each statement in the following manner:
If the statement describes how you usually feel, put a check ( )
in the column "LIKE ME".
If the statement does not describe how you usually feel, put a
check ( ) in the column "UNLIKE ME".
There are not right or wrong answers.
LIKE ME
1. I spend a lot of time daydreaming.
UNLIKE ME
2. I'm pretty sure of myself.
3. I often wish I were someone else.
4. I'm easy to like.
5. My parents and I have a lot of fun together.
6. I never worry about anything. (LIE)
7. I find it very hard to talk in front of the class.
8. I wish I were younger.
9. There are lots of things about myself I'd
change if I could.
10. I can make up my mind without too much trouble.
11. I'm a lot of fun to be with.
12. I get upset easily at home.
13. I always do the right thing (LIE)
14. I'm proud of my school work.
15. Someone always has to tell me what to do.
16. It takes me a long time to get used to anything
new.
17. I'm often sorry for the things I do.
18. I'm popular with kids my own age.
19. Mv parents usually consider my feelings.
20. I'm never unhappy. (LIE)
21. I'm doing the best work that I can.
22. I give in verv easily.
23. T can usually take care of myself.
24. I'm pretty happy.
95 T unnid rather plav with children younger than me.
26. Mv parents expect too much of me.
27. T like evervone I know. (LIE)
98. T like to be called on in class.
29. I understand myself.
9f), Tt's pretty tough to be me.
31 Things are all mixed up in my life.
32 Kids usually follow my ideas.
33 No one rave m"nh attention to me at home.
34 T never get scolded. (LIE)
35 T'm not doinp as well in school as I'd like to.
37 T real 1 v don't like being a bov-girl.
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38 .
39
.
40 .
41 .
42
.
43 .
44
.
45
.
46
.
47
.
48 .
49
.
50
.
51 .
52
.
53 .
54
.
55 .
56 .
57 .
58
.
LIKE ME UNLIKE ME
I have a low opinion of myself.
I don't like to be with other people.
There are many times when I'd like to leave home.
I m never shy. (LIE)
I often feel upset in school.
I. often feel ashamed of myself^
I m not as nice looking as most people.
If I have something to say, I usu. say it
.
Kids pick on me very often.
My parents understand me.
I always tell the truth. (LIE)
My teacher makes me feel I'm not good enough.
I don't care what happens to me.
I'm a failure.
I get upset easily when I'm scolded.
Most people are better liked than I am.
I usually feel as if my parents are pushing me.
I always know what to say to people. (LIE)
I often get discouraged in school.
Things usually don't bother me.
I can't be depended on.
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Comparative Scores on TSCS and Coopersmith (SEI)
Individual TSCS Score Coopersmith
125 346 70
126 308 90
133 347 76
138 268 32
137 279 52
139 366 84
144 195 16
148 253 34
147 282 46
Mean score TSCS = 294 SD = 49.7
Mean score Coopersmith = 50 SD = 34.3
Score
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CALCULATIONS FOR ANALYSIS OF COVARIANCE
133
GROUP 1
Y
i
Y]_ (Criterion Variant)
n=ll mean = 327
«i-? > (Yi-V) 2 X
t
360 33 1089 341
340 13 169 346
330 3 9 298
243 -84 7056 266
367 40 1600 300
367 40 1600 366
309 -18 324 282
271 -56 3136 195
330 3 9 303
301 -26 676 252
384 57 3249 384
3602 18917 3333
GROUP 2
260 -53 2809 252
325 12 144 300
341 28 784 355
342 29 841 328
308 -5 25 313
379 66 4356 373
390 77 5929 352
273 “40 1600 311
307 “6 36 346
261 -52 2704 308
262 151 2601 268
3448 21829 3506
X-^ (Covariant) n=ll
mean = 303
(Xi~X) (xl~x ) 2 (Y t-Y)(X< -X )
38 1444 1254
43 1849 559
-5 25 -15
-37 1369 3108
-3 9 -120
63 3969 2520
-21 441 378
-108 11664 6048
0 0 0
-51 2601 1326
81 6561 4617
29932 19675
-67 4489 3551
-19 361 -228
36 1296 1008
9 81 261
-6 36 30
54 2916 3564
33 1689 2541
-8 64 320
27 729 -162
-11 121 572
-51 2601 2601
14383 14058
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CALCULATIONS FOR ANALYSIS OF COVARIANCE (continued)
GROUP 3
LiSVIU0" Variant) x (Covarlant)
mean = 313
Y (Y3-Y) (Y 3-Y)2 (X-5-X) (Xo-X)
2
(Y*-Y)(X
?
-X)
-207
302 -9 81 336 23 529
326 15 225 332 19 361 285
322 11 121 305 -8 64 -88
276 -35 1225 279 -34 1156 1190
330 19 361 323 10 100 190
341 30 900 310 -3 9 -90
345 34 1156 347 34 1156 1156
314 3 9 332 19 361 57
284 -27 729 301 -12 144 324
271 -40 1600 286 -27 729 1080
312 1 1 297 16 256 16
3423
Grand
T
yy
E
yy
s
yy
=
6408
Mean Y = 317
n i (Y-j -¥•) ^ .
lit (327-317) Z+(313-317 S
,
2
1672
C«ij-L )2
18917 + 21829 + 6408
47154
T + Evv = 1672 + 47154yy yy
3448
Grand
+(311-317)
= 48876
Mean X =
2
4865
312
3913
n>(Xx-X) z
11S (303-312) 2+(319-312) 2+(313-312) 2
1441
29932+14383+4865
49180
50621
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CALCULATIONS FOR ANALYSIS OF COVARIANCE (continued)
T
xy
= nl(YrY)(XrX)
= 1 j-^
/
(303_312 )( 327 - 31 7) + (319-312) (313-317) + (313-312) (311-317)
=
-1364
E
*y -2<xi3 - V (Ylj - Yj)
= 19675 + 14058 + 3913
xy
= 37646
= T + E
xy xy
= 11364 +
= 36282
37646
Source
Treatment Reduced = S'
yy
-
E'
yy =
22852 - 19354 = 3498
Total S'„= S„„ - (S 2 /Sw ) = 48876 -36282 2 = 22852yy yy Xy 50621
Error E' = E - (E 2 /Exx )= 47154 - 37646
2
= 19354
yy y 49180
MS F
KS - 3498 =1749 MS t
2 = 1-749
MS
e
667
MS e= 19354
29
=667
df_
2
31
29
*Significant at .1 level F qq (2,29)= 2.50
CALCULATIONS FOR RELIABILITY TEST - CORRELATION
COEFFICIENT FOR GROUP 2.
X X2 Y Y 2 XY
252 63504 260 67600 65520
300 90000 325 105625 97500
355 126025 341 116281 121055
328 107584 342 116964 112176
313 97969 308 94864 96404
373 139129 379 143641 141367
352 123904 390 152100 137280
311 96721 273 74529 84903
316 99856 323 104329 102068
346 119716 307 94249 106222
308 94864 261 68121 80388
268 71824 262 68644 70216
3822 1231096 3771 1206947 1215099
r =
N^XY - (iX)(iY)N**XZ - UX)*)(N*Y* - (*Y) Z )
= 12(1215099) - (3822)(3771)
/ (12(1231096) - (3822) 2 ) (12(1206947) - (3771) 2
= 168426
200000
= .84*
*Significant at .01 level (r-.708 at 10 df
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CALCULATIONS FOR RANK ORDER TEST USING SPEARMAN'S
AND KENDALL'S TAU RANK ORDER TESTS
Individual
125
126
133
138
137
139
144
148
147
SPEARMAN'S RANK ORDER CORRELATION :
r - 1 - 6 < D?)
n(n 2-1)
1 - 6(16)
r
s
= 9 (
9
2
- 1) = .87*
*Significant at 1% level (r= .833 at 9 pairs)
KENDALL'S TAU COEFFICIENT (»:
(Number of time ranking (Number of times ranking
Tau = agree about pair) disagree)
Total number of pairs
9 - 2(14)
2 = 36-28 = 8
9 9 9
.88*
*Significant at 1% level
CALCULATIONS FOR CORRELATION BETWEEN
TSCS VS. COOPERSMITH SEI
X X2 Y Y 2 XY
346 119716 70 4900 24220
308 94864 90 8100 27720
347 120409 76 5776 26372
268 71824 32 1024 8576
279 77841 52 2704 14508
366 133956 84 7056 30744
195 38025 16 256 3120
253 64009 34 1156 8602
282 79524 46 2116 12972
2644 800168 500 33088 156834
NiXY -(1X)(**Y)
r =
\/(N^X2 - (£X)2)(N1Y 2 - (1Y) 2 )
9(156834) - (2644) (500)
/ (9(800168) - (2644) 2 ) (9(33088) - (500)2
1441506 - 1322000
J (7201512
- 6990736) (297792 - 250000)
89506
= 100000
= .895*
*Signif icant at 1% level (r= .797 at 7df)

